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THE WHITE HOUSE
WASHINGTON

to promote gxggijgnpg in our nation's educationsl system.
I emphasized that American schools don't nNeed vast new
sums of money as much as they need a few fundamental
reforms. First, we need to restore good; old fashioned
discipline. In too many schools across the land; teachers

””” can't teach because they lack the authority to make

students take tests, hand in homework, or even stay

quiet in class. In some schools, teachers suffer verbal

and puysical abuse. I can't ﬁiy it too forcefully: This
must stop.

My Administration hes unvelled a six-part program to
improve the educational system. The first two priorities
in ocur program are to restore discipline and to end drug
and alcohol abuse in the schools.

This book contains a number of programs that make sense,

cost litile or nothing to put in place, and will help carry
out our priorities. I recommend it to school leaders as a
vital &4 in their efforts to create better and safer
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Intmducn )

The fortunes of American schools and American

socicty are inscpamble: Wher schools succeed,
socicty succeeds; when schools fail, socicty fails.
juszissthdolnsamacmvsmxcmﬂcaiwatht
largcrsoctcty %pmbkm: onfronting publit
wholc of 5 :.ucu:xy

Violence, delinquericy, vandalisa, dxsmpuon,

failure; and fear in the schools mirror socicty and
cause significant local, state, and national concern.
The delinquent on the street corner frequently
began by making trouble in the schoolyards.

S&wb&nﬂﬁcaw

mdgnizcdth;xschoolscmphyakcyrélcin

solving socicty’s problerus. To do so, however,
schools must be Qrganized to respond to the needs
of all students: “Unless we can provide schools
where childsen, through 2 reasonable use of thcir
capabilitics, can suceeed; we will do little to solve
the major problems of our country”

The Amencan public alss believes that schiools
©an act as its agent in co 1g delinquency. Since
1969, every Galiup Poll except one has cited lack of
discipline in the schools a5 the chief public concern
for education: The public has consistemly fooked to
the sehonts (o 20t 28 2 primary intervener against
crithie, violence, and delinguency.

Researzh has documenicd ihe treraendous
influence of schools upon young people’s
development.

The quality and scope of a student’

interactions in the school environment are
imextricably linked with the studcmt's social
competence—how hic or she relates to fellow
students and family members and eventually to
empioyers. School-related factors are strong
predictors of delinquent behavior.

Because of ies urique influence on 4very citim

In tbc ration, the school i thc og!y

behaviors and cenditions likely to r&lult in juvenile
delinguency.

A Tlmcly Issuc

Naﬂyadouamprmpommccnﬂyhnrahcd
rorrcncwcdconnnmncmtothtvcducmonm

zﬂo(dmndommnthcprmutyofimpmvmgthc

environmemn in our schools 25 fundamental to
unpminglammgoppunumﬁcs

This tnndbookimmduccsmctbcmcof’f’:f"’ 1
pttvcntson thmughstmcpaannedaxmmll B

curriculum, :udmstmuiomluccogmnsdm

improving the environment in our schools is as
crucial as improving curriculz, wextbooks, and

tcaching 7: T, mndzxds” andas lt rec $ cristing tools for

sound disdplinary po!lda :nd pncticcs that

improve school climate by involving disruptive
students in constructive activities, rather than by

Who Will Use This Handbook

This s 2 handbook for putting ideas in practice.
Produced for both policy makers and practitioners,
thchmdbookiacqmﬂymcﬁlmboardmcmb’cﬁ
and schoo! saaff. The ha  is 2 collaborative
cffort betwern NSBA ard the Educational Leaders

Consortium (ELC), wioh represents the major

constitucncies in education today. Thanks to the

valuaSite cesuibation of the vazieus members of (he
fsdvicory Committee, representing ihe ELC, the
guide speaks o supericiciodents, principals,
teackiers; parents, and community srembers, For the
policy maker, the handbook addresses the links
between cffective schooling and delinquéncy
prevention. For the practienes, the handbook
Zncludes more than 45 proven strategies and 2

comsprelienzive rsource and reference guide: As

pead stezight thuncugh) you are sure to find ideas
worth trying in your school district.

. you explose its contents (it is not designed 20 be

i 1



How is the Handbook Organized?

Thic hardbook contiinis thfee parts, strictured (0

facilitaie use by the diverse audience it addresses:
Part 1 presents praciical information and an

acrion plan for implementing school imprevement

and ‘delinquency prevention measures. Chapters 1

and 2 focus on how delinquency affects our

cducational system, and on 5tzbhshmg a ratiomale

Zor school-hased delinquency prevention policies:
and practices. These chapters will be especially
usefizl to board members and othier policy makers in
setting the context for sound educatioral practice.
The handbook sets forth an orderly process by

which school Ieaders who desire 1o improve school

quality and safety can bring about meaningful

chz:iges in the school environment.

Chapters 3 through 5 present 2 six-step process
o support local boards in selecting non-pumuvc
approaches to discipline and to delinqus
prevention, particularly early prevemilion programs.

The process prowd?s for:

 Choosifig 2 iocus for change;

® Asscssing 2 school's weaknesses and
strengths;
Sctting goals and objectives;

cvzloping an action plan;

Implementing chosen strategics; and
Gauging progress toward improvement.

Part 11 provides a compendiua of more than
35 successful, in-school improvement and
dclinguency prevention program moxiels that dre
currenily being implemented in public schools.
throughout the country. Practioners will find here 2

how-to manual that captures the nufs-and-bolts of

o @

promizing strategics. Part [l aiso provides an

introduction to 3 vast nctwork of innovators,

experts, and resources that may be only 2 phone
call away. Thesc strategics demonstrate that
significant progress is possibie and probable whcﬁ
programs are planned and impleriented cmfuily,
and given eriough tinic to succeed.

Part U1 is an extended resoutce and reference

guide ti assist schoal board me=ibers;
supcrintendents, principals, and teachers in

planning and cvaluating prevention programs.

yha} Tl}ls Handbook lg ... And lq Not o
This handbook addresses primary prevention, which
consists of activities directed toiiard changing the
atiitudes and behavior of young people to keep
them from entefing the juvenile justice system. The
handbook can help school leaders design and carry

out school-based activities that keep young people

from getting into troublc with zhe law.

Primary prevention is psoactive, not reactive. It
imiplics eliminsting the causes of troubie, not simply
attemnpting o refGrm irotiblcmak»m Primary

iy

prevention, which sceks to preciude the initial
occurrence of uoublcsomc bchz\nor. serves all
students; ircluding leart lisabled and remedial
students and other students with special needs: By

broadanngthczruyofopponnnnmsforsnctm

available to all students, prinary prevention
strengthens the >fforts of schools o develop law
abiding, self-sufficient citizens.

 The handbook is nok oriented soward
incarceration or diversion programs; suspension;
expulsion, or aliernative education programs, all of
which are imended to deal with students already in

trouble: It recognizes them as available opsions for

dcaling with troublesome students.
Why This Handbook is Neédéd

Primary prevention strategics for addressing
academic problems have been pare of American

education for 2 number of years. However, school

programs designed to change the school situation
rather than the individual student are a relatively
new deveiopment. These prograns have arisen, in
part; from the realization that schools can use
cnsungmourccstodivdoppomwczppmachum

inthccdrmuciimncofmsscssingthemuons

commitment to improving schools, funding remains

a central question. Ordinary schools can implement
prevention programs and maintin them over time:
Somie schools have funded prevention by shifting
funds previously used for reactive or remedial
programs. Expericnce has taught school leaders that
investing in the start-up and evaluation of
prevention programs brings a greater retutn on
investment—cspecially in reduced costs associated
with repeated vandalism and crime:

A Few Final Words

In producing this handbook, with the assistance and

cooperation of the United States Office of Juvenile
Jusitice and Delinguency Prevention, NSBA
recognizes that scrious problems confront the

nation’s scﬁook We remain stcadfast; howcvcr in

andressed 2t the local level, school feaders will
capture the inherent idealism and energy of school
populations an@ put thiem 1o work on improving
behavior and academic performance—an exxiting
Very truly yours,

Thomas A. Shannon

Executive Director

Nationial Schiool Boards Association
Washington, D.C.

"y
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UNDERSTANDING
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PREVENTION
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CHAPTER 1

Effective Schools

and Delinquency

Four years ago; George Wzshmgton ﬁngh School
in the Watts neighborhood of Los Angeles was rife
with gangs and drugs and had onc of the lowest
:czdcmxc smndxngs in thc county. ’I'hcn came 2 new
principal who dcmggdcd disciplinie. The 2bscn§c;
rate dropped from 32 peicent to 6 percent; and last
year 80 percent of the graduating seniors went to
college,

‘fhis handbook is intended as 2 guide for
accomplishing such transformations, for creating
better schools. Better than whas? Better than any
schiool in which violerice and delinquency disrupt
learning. A better school is 2 safer schooi, a school
in which student and teacher feel safe about doing
their jobs. A better school is one that is dedicated to
working with all segments of its community, onc

that is committed to educating all it3 students, one

that has responded to local needs and priorities: A
better school is one whose goal is to graduate
self-confident, self-sufficient young people who are
prepared to work, to vote, and to become parents.

_ Moi¢ than any other setting; the school
influences how students; especially high school
students; conform to socicty. When delinquent
behavior disrupts schools; it handicaps not only

students who habitually fail and become alienated,

but other students as well—even model students.
Researchers have found that a school's internal life
influences how all studerits behave and learn, and
often does so miore powerfully than the home or
community (Rutier, ct al.; 1979).

Creating a safe and orderly environment is
prercquisite to any meaningful school improvement.

It is untikely that 2 student immersed in a school

environment of delinquency will form a more
sociable view of sacicty at large. Many of the 1983

ARI7 BETTER AND SAFER SCHOULS
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reports on educational reforta—while agreeing on
the need for curricular changes to develop “higher
order thinking skills’ and for increased expectations

and standards for graduation—insist that littie

reform can occur unless schools become safer.

_ This chapter focuses on the broad policy issues
of upgrading behavioral standards and enhancing
the learning environment. The chapter’s premise is
that safety is the primary clement in improving the
school climate. Fearful students and teachers do not
work well together and do not achieve their mutual

goals. In addressing these policy issues, the chapter

considers the nature and extent of juvenile crime,
discusses its effects on the ration's schools, and
provides an overview of school improvement for
community members, policymakers; and
practitioners who want to create safer schools. The
chapter dispcls myths; confronts hard facts; and

examines the implications of legal mandates,

particularly court decisions defining such matters as
student rights, disciplinary procedures, and the
special needs of learning-disabled students.
School quality and discipline are pohticzlly
volatile, but no more §o than a number of other
education issues. With sensitive, balanced

implcmcnmion solutions need not create

that comies with the knowledge and undcrstiiidmg
this handbook can provide. Sensitivity and balance
mcans recognizing, for example, that equating
disciplinary issues solely with the incidence of
ctime and violence will o littie to solve the

problem: it may actually foster policies that further

alienate students. Such alienation is more than the
school system’s problem, because a student

19 3



Factors En&emfering Negative Student Effect on
Variegated Teacbhing-Learning Environment’, on;
‘Wby Kids Hate School.”

alienated from school is alienated from socicty This

is one reason—a very dramatic reason—that law
enforcement officials are interested in the schools.
They are interested as much in the prevention of
problems as in the enforcement of the law.

A sensitive and balanced approach is one thlng.

statistical evidence is another. Statistics cannot be

ignored, although they require coniinuous

monitoring. A case in point: when the National

Institute of Education, a part of the U.S: Department
of Eduication, completed its 1978 Violent
Schools—Safe Schools Study, it found crime and
violence most scrious in elemmentary and junior high
schools; whereas many expérts today believe that

serious disruption has shifted into junior and senior

high schools: Such trends are always significant and

require interpretation by the community and its
policymakers.
Learning what works means knowing what

does niot work. But knowledge alone is not enough,
because even the best solutions need the right kind
of environment. Many educators have come to

believe that more restrictive and punitive

disciplinary measures have tended to deny

education to the very students who need it

most—the antisocial students in need of socializing:

Does this suggest abandoning all restrictive and
punitive measures to prevent delinquency? It does
not. The evidence shows that such

approaches—when carried out within the context

of fundamcntnl cfforts to involvc studcnts in thcir

symptoms. This is balance and sensitivity.

In January 1984, New York high school senior
Josiarie Gregoire told the House Subcommittee on
Elemientary, Secondary and Vocational Education,
*Discipline works in my school because we have
dedicated teachers and varied, interesting classes.”

In other words, discipline in the right environment.

*“Through our student government and consultative

couricil votes,” Gregoire told ths lawmakers, “we
feel that we are part of the whole process and are
not just being dictated to. We believe in the rules of
our school and in the way they arc fairly and

of the story if thhxgs should go wrong."

This student spoke not only of justice, but also

of 2 commitment to fairness: the right environment

ensures fairness and combats :u‘bitﬂriness "It‘s one

thing to restore good old-fashioned discipline in the
classrooms; however, lessening student rights will
not accomplish this;”* the young New Yorker _

warned. Researchers tend to agree. The era of the

little red schovihouse and what most people mean

by old-fashioned discipline is gone. Many of today's
schioolhouses serve immense, diverse populations:
But that certainly does not mean an end to
discipline. Nostalgia for a relatively uncompllatcd
past is fine; but it is important to remember that
just as the problems today ase greater, so are the

resources and solutions:

Perhaps the simplest and most poignant

old-fashioned ingredient of effective delinquency

prevention is care. Josiane Gregoire offers cloguent
testimony:

“Asa high schiool student and vouth advocate
who trains young people on their rightsand = _
responsibilities; 1 find that; while most high school

students know their responsibilities, most do not

students. So, it is not s if young people are saying,

‘Gee, now that we have all these wonderful rights,
let’s sec what we can get awdy with.

~ “Children who face possible school suspension
because of drugs; weapons; theft, or assault, or
children who have to deal with failure or economic

- - - scbool policies that inappropriately i=%el . . .

TOWARD BETTER AND SAFER SCHOOLS
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society is grappling with 2 major problem. It is
tempting to address crime first and worry about
improving edication later. But the best approach is
to do something «bout dclinquency together with

“Tbere i3 no incentive to learn {f kids can get
a diploma by serving time, iike prisoners
sitting in a classroom for a certain number

of bours.” improving curricula and being sensitive to students’
Theodore Sizer rights; responsibilities; and problems.
Horace's Compromise: The Dilemma of __Even public pressure for improving students’
tbe Amierican Higb Scbool cognitive skills and technological sophistication has

problems and thicrefore consider dropping out, have
serious, scrious problems. They are not doing it just
to test their rights or to defy authority. They need

to know more than anything that people care about

them; that people will take the time to analyze thelr
situation and try to help them, not reject them.”
~ How, thcnﬁ.fto, analyze, to help, and not to
reject the troubled student who disrupts the
learning climate of others? This chapter calls for
specific action and encourages study and
discussion by:
. ldcmifymg impomm public attitudes about
schooling;
* Defining the policy issues raised by these
perceptions; and

e Focusing attention on the areas that research

suggests positive policy and practice can
influence and improve.

The chapter considers crime's monetary and

social cffects on education and discusses
community- and school-based strategies: Primary
prevention is the goal, since research and testing
have proved Benjamin Franklin's famous idagc. “An
ounce of prevention is worth a2 pound of cure.
Society must pay the bills sooner or [ater, and as
law enforcement experts readily explain; sooner is

much cheaper than later.
Delinquency P
and Public Percegp tion

Commissions; pancls task forces; contractors; and

not overshadowed thie desire for safe and orderly '
schools. The public scems amply aware that the
domestic and international marketplaces demand
better educated students than American schools are
generally turning out: But the public seems equally

aware that fearful, disruptive, and chaotic schools

are not apt 50 (urn oot competitive students. The

mind needs nurturing, as surely as the good seed
needs good soil.

~ The cotisensus is gmvwing that ; Jmpmvemcm in
the schools depends on safety, and that safety

depends on improving the program and its

enviranment. Such agreement about 2 national issuc

is unusual and should cheer communities and

school boards, even though their task is complex:

Another reason for cheer is that the great body of
research suggests a palatable compromise of views:
those who urge discipline and those whose
concerns center on rights and improvements have a
common mecting ground, for one group apparently
cannot achieve its €nds without achicving the
other’s as well.

Since research on reducing crime in schools
confirms that order is a basic need if schools are to

function at all, achieving order is not a shortsighted

priority. It encompasses many other prioritics,
including community action: “It might be easier to
change people through their participation in _
working on problems of importance to them than
through cfforts to bring about personal change"
(Grant and Capell; 1983).

“Higb rchools must respect adolescents more
777777777777777777777777777777777777777777777 and patronize tbem less. The best respect is

environment is crucizl to any of the improvements _ bigh expectations for them, and a level of
And accountabiiity more adult in its demand than

they have urged. And despite researchers’ focus on we - o
academic stndards and improvements, “The Gallup aml : !szzﬂma ﬁm" m‘f"'

grantees have studied education to a fare-thee-well
and have concluded that a stable school

Poll on the Public’s Attitudes Toward the Public = So o= ST e e
Schools™ identifies disciplinie as the number one UESETRON Utk thrlr o fenina
public concern in all but one year since 1969. Few education.”
doubt that this reflects the public’s attitude oward o
crime in society. The schools arc  highly visible T s e Dllema of
and expensive symbol of society. The media have ﬂ%‘% The Dilemima of
decried the high cost of crime and violence in the
schools, and 2oy citizen passing 2 school campus
scarred by broken windows and graffiti knows that —

( TOWARD BETTER AND SAFER SCHOOLS 5
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Public Schooling for a
Complex Society

The one-room schoolhouse had far less
responsibitity than most people remember or

imagine. Religious institutions and the extended

family shared the school's tasks and functions: In

that era, families were bigger and less mobile,
socicty was ofteni more homogeneous, and religious
teaching tended to be more influential. The school
played a key role in society, but not such a loncly

role; and there was not as much pressurc on the

school to produce responsible and effective citizens

as there is today. Often those who are nostalgic for

this inseitition forges that family and religion phiyed
largez formative roles than they now do:

'Iﬁmmwaao]ﬂuedupwm‘ym

numbers of stmdents, with vastly greater

variance in educational proficiency. The test

scores constantly declined, and we used that

decline—not as an Indicasor of the success of

the social experiment, as we might bave, but
as an indicator of the failure of tbe system.”

Witliam Pierce, Executive Director
Council of Chief State Scbool Ofﬂccrs (1984)

With the industriatization of the nation_ and the

ensuing population boom, the schoolhouse became

campus, highrise, feeder, day care provider, and

magnet for adult activities. Society was becoming
more complex. Getting along in it required more

cducation. As this was happening, public concern
about the quality of education was growing—long

before such slogans as “back to basics.™

Educational historian Lawrence Cremin has
noted a2 public yearning for the symbolic comfort of

the fittle red schoolhouse and has tried to put it in

perspective by explaining that it was extraordinarily
influential in its heyday because it was consistently

reinforced by oklier educative institutions in society.
Thctnchingandtbcsupponofvﬂuawmna

confined to schools; as they oﬁcn are todzy Yet,

“I nover let zcbooﬂux imr:fen with my

education.”
Mark Twain

paradoxically, the school—whether the smatl
country building, the great campus, or the urban
highrise—remains the principal lever for the
creation and development of a good society.

Another way to view this is that, for mor¢ than 100

years, the public eye has focused steadily on the

schools as the primary institution that prepares

young people to become useful citizens; and yet this
same public eye only briefly and occasionally scans
mevwmyotncwmuammmnmatlmpm
on the schools in ways unheand of, indeed

uninagined, 100 years ago.

Parents and community leaders today, perforcc

sometimes and unimaginatively in other instaaces,

urge the public schools to assume enormous

responsibility for educating and soclalizing young
people. And the demands almost invariably predate
concern for the cost, a2 dilemma that plagues school
boards and administrators. But after perhaps two
decades of unremitting pressure on the schools to

perform what many would describe as miracles;

public expectations seem to be changing subtly

Major study organizations, such as the Educaticn
Commiission of the States, the Nationa) Commission
on Excellence in Education, and the Carnegic
Foundation for the Advancement of Teaching,
among others; have documented that schools will
not meet public expectations without broader and

organized partnerships involving the public and the

business community.

Such partnerships suggest themselves because

of the wide agreement that the improvement of
standards, teacher pay and qualifications, textbook
d’cvclm and the creation of safc leamning

fits is necessary to restone Ameticin
schoolstothdrfoixii’rlévdofpuﬂi’cmpcct
Education leaders, particularly school board
members, have largely succeeded in making the

clectorate aware of the costs of such initiatives.
Local, state, 20nd federal monics do not fully cover

the expenses, and it scems inevitable that reforms

must draw resources from the community. Parents,
students, and other citizens must join in this work.
Disciplines; cxpertises, and technologics developed
in arenas other than education must play a role in
making schools safer and better. Business leaders,

thcytnvtzvcswdinm'cstinmform;beanscitis

ﬁbmtlzmum:lzjmdnwdﬁrwmk

rs can play a powerful role in
mmmmmdmmh
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If polls are benchmarks, there is ample

“It seems tbat we may buve 105t 5ight of the cvidence that such perception gaps, as they might
Jact tbat scbool is for hids. Schools do not be called, are closing in the wake of renewed
tist #0 meet the needs of administrators, nor professional commitment to improving the schools:
?‘m";m";”smh {4 »f';'l‘gr: :::::':;3 The public remains steadfast, however, in its
'or control and power, we
Weeds of students, then there is no longer a Esierics e takieg Kliools bt goes had I
need for scbools, %‘?—'ﬁ as we know them Widespread support for making schiools safer
> . o ) reflects the fact that the deterioration of quality and
Bill Maynard, former Principal safety is no longer confined to major urban centers.
Clevelavi H'gh School Today, delinquency knows no geographic or
Seartle, Washington demographic bounds:
an cspccially pmmislng dcvclopmcnt beLause EffCCtiVC SChOOliﬂg
computers can be fum 40 understand and operate. An “effective schools movement” has supplanted
Moreover, they remind stadents of the science the skepticism that began in 1966 with the
fiction that absorbs them in fil:=; television; and publication of Equality of Educational
even music. tusnity (Colemmian) and continued in research

by Ch:istophcr Jencks (1972) and Michael Kitz

Turning the Tide of (1975). Jencks and Katz, in the absence of
Moediarriter documentation from other researchers, concluded
Mediocrity i that environmental influcnces outside the schools
A “'rising tide of mediocrity” threatens to engulf have greater effect on academic achicvement than
our SChOO‘S. Wimcd A Nation at Rifb (Niﬂﬁﬁil 7 do thie schools.

Commission on Excellence in Education; 1983). Nor o

is that the only recent report t0 sound the alarm. ;
Bu signs of stemming and even reversing the

tide of mediocrity have appeared in the last decade:

The For¢ Foundation's (1984) two-year investigation

of 300 high schools in $7 cities, for cxample, finds
iraprovements in Iciming climates, restored
discipiiiie, and upward mvvement in academic
achievement. The study affirms the view of many
educators that public perceptions sometimes lag
significantly behind new realitics.

schools movcmcm have declared that all students

are educable; no matter how discouraging their
honfc and community enviﬂmmm This more

tic view means recognizing an intricate
mmionship between academic performance;
behavior, and social; political; and cultural
influences on a student’s life: But recognition is just
the beginning. The larger task is to determine what
the schools should teach, and whai they shouid

expect of students. Each community's special
circumstnces shape the aniswers, but common
clements are surfacing.

_ The Educationail Eqmlity Project of the Collcgc
Board, a 10-year cffort begun in 1980, has built a
consensus among secondary school and college

educators for 2 core curriculum to redefine and
strengthen academic preparation for college: And

Ibé rising tide of scbool reporis. many states now require high school graduates 1o
s 4 pass life skills competency tests, as weil as academic

— achievement tests.

(J* “VARD BETTER AND SAFER SCHOOLS ) i
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Tests thiemselves have fallen under scrutiny as
the effective schools movement gathers steam. The
Advisory Panel on the Schiolastic Aptitude Test Score
Decline, for example; has prompted a change in
how standardized! tests are used to assess Quality.
The panel has popularized the view that causes for
test score declines are extremely complex and that

school boards, administrators, and the public may

be misusing tests as sole indicators of educational
progress. This rethinking of a traditional approach
reflects thie spirit of a reform movement eager for
niew ways 1o look 2t familiar problems.

James Coleman is among those who have
considered and reconsidered thr causes for alarm in
the 1960s; and in High School ackievement

1982) he writes: “*When study of

(Coleman,; et al;; 19
the effects of school chmctemncs on achicvcmcm

. most

began on 2 broad scale in the 1960s, those .
studicd were the traditional ones: per pupd
expenditures, laboratory facilities, libraries, recency
of textbooks; and breadth of course offerings. These
characteristics showed little or no consistent _
relation to achievement. . . . Characteristics of
schools that are currently found to be related to

. ¢an be broadly divided into two

:lchm ement .
aress; ncnleninc demands and discipline”

~ Academic demands and discipline. Better
schiools are safer schiools. Effective schools need not
sacrifice academic standards to the prevention of
delinquency. Indeed, although research on what
makes schools effective is neither definitive nor

- - the proposed curricular cbanges

(towaru greater specification of the subject

nqulnmems Jjor bigh school graduation), {j

not accompanied by substantial

improvements in pedagogy, could increase
tbe bigh scbool dropout rate, already too

~ bigh. The gualily uf an educational
institution must be judged on l1s botding

power, not Just on assessments of its

groduates.”

john Goodlad

A Place Called School: Prospiects Jor the Future

conclusive, it does warrant hope that, by improving
the learning environment, schools can offset
negative outside influences and promote liigher
academic performances.

Early effective schools assessments, such as the

Ford Foundation’s study, show that before schools
improved academically, they made susuained efforts
to improve students’ behaviot, including their
attendance, promptncess, courtesy, overall conduct,
dress, and grooming.

A consensus on pnoritics is fundamental to
progress in education. The evidence is that schools
will live up to public expectations when there are:

e School officials committed to enlisting the

help and participation of all segments of the
community;

"mmy-four percm bjtbe students interviewed mfamb:e to

mmmm 22 percent were neutral,
18 percent were negative, and 36 percent dozed off during

guestioning.”

'l'(”)wffﬂﬁ)’ntﬂh TER AND SAFER SCHOOLS



Communities cooperating with schoels to
curb vandalism, truancy, and poor
performance by creating zqual opportunitics

and a participatory spirit that helps bond

students to their schools;

Teachers recciving both direct administrative
and community support and informal help in

corridors; cafeterias; recreational areas; and

outside the schools;
Administrators with policy support and the

freedom to manage schools cffectively; and

e Students who are encouraged to feel part ofa
growing community enterprise; to mastes
basic skills; and to apply their school

experiences to their cnm-c lives:

climates when policics stress increased
communication; well-defined; uniformly and fairly
applicd standards of behavior; and student; school;

staff, and community involvement.

“Scheols with positive climates are constantly

changing a5 people reshape theni in accordance
with bumian needs. In such schools school
improvemenat is everybody’s business,” concludes
sesearchier Eugene Howard. He observes that =
sciiools with positive climates are cohesive. “'People
know what their school stands for . . . procedures;

rules, rcguhtions. and policics serve thc people in

the schools.”” But who are the people in the

schools? All too often, the troubled students see the
answer 25 only the teachers and administrators. The
answer must be everybody in every school,
including the studeniis. School board policies

designed to improve Icarning climates should stress:
e Clear goals for academic achievement;

¢ Weii-defined, behavioral standards applied
aniformly and fairly;

“Schools are in pretty good sbape. . . . Whait's
chbanged are people’s expectations. Every 10

or 15 years, Americans say everytbing is
awful, then turn around and set bigher

aspirations.”

Harold Hodgl’unw
Senior Feltow at IEL and former director of
NIE

Expectations and Policy
The uasks confronting school board members and

practitioners are many and tough: setting academic
standards, keepinig schools trariquil, deciding which
expectations are reasvnable, making instructional
time, sc'ting and maintzining teaching standards,
testing; and paying for everything. A Blueprint for
Educational Excellence (Nationai Schoo! Boards
Association; 1984) deuils the findings of major

studies and their implications for policymakers who

must meet the challenges such tasks entaii.
This landbook examines these issues in the
oomm of crwmg a safc and ondcrly school

such in environment cannot mere: y rely on external

controls—such as more visible police, more guards,

or better alarm systems-—or traditional

approaches—such as punishment, removing
troublemakers, and zimilar measures—which often
hzrdcn dchnqucnt bchzvior pattcms ahcmtc
distrust. The delinquent rarciy knows’ it; but the
schoel is his or her ticket out of the problems that

cncomgcdchnqucncy'rhcsobol‘thcschoolsxsto

One of the most common findings of rescarch
on effective schools and delinguency prevention is
that school boards foster better and safer school

(" “WARD BETTER AND SAFER SCHOOLS

* High zxpectations that are ciearly and

parents, staff, and community;
¢ School environments that cncourage student

participation and offer the most hospitable

situations for léammg and achicving:

SCHOOL
RULES |
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DISCIPLINE POLICY

“The ultimatc go;l of any discipline policy or
procedure should be for students to achicve
self-responsibility and self-discipline. .
Sometimes school boards find it easiet to

change policy and procedures to function as

control mechanisms, rather than as guidelines,
when severe discipline problems exist: A good
check in these instances is to remember that
effective schools have an orderly climate that
allows students to pursue tlieir educational
goals without interference from other students;

effective schools do not have an oppressive

climate that kccps students from exercising
self-discipline.”
jam Iiugc o
NSBA's Updating School Board Policies
September 1983

Researchers Stewart €. Purkey and Marshall S.
Smith (1983) admit it is unclcar why one school

develops high expectations and goals, while another

docs not. Purkey and Smith arc certzin, however,

that policymakers should evolve a framework for
*undetstanding the problem and . . how to move

toward a solution.” Many other cdumors share this

belicf in carcful analysis and planning to upgrade

school environments. To accomplish the task;

policymakers must understand juvenile delinquency,

znd thxt meeans knowing the facts and dispelling the
m} tiss.

Here is how national crimne reports define the

. Hzlfof:ﬂmstsforteklndchﬁmcsm

vouths urider age 20, and four-fifths are
males.

* Youths under age 18 are more likely than
older pcrsons to be arrested for property

. qucnijcs commit ippr’oﬂméucly 30 percent
of violent crimes.
* juveniic females tepiesent 6.2 percent of all

arrests for serious crimes and are most often
involved in larceny.

(Dtpmmcm of Justice; 1983).

Those are facts. Myths abound. Oric of the
most persissent is that nearly all juvenile offenses

occur in big cities. The fact is that juveniles from all

social chasses and in all geographic areas commit

crimes. According to NIE's 1978 Safe Schools Study,

self-geporting data establish that a3 many as 90
percent of youths under the age of 18 commit
crimes for whichi they could be arrested. Although
the study cautions that there arc no absolutes, it
finds some problcns common to 2 group Or an area.
Morc females than males run away; for example; and

more males commit violent crimes. Anti-schoo!

offenses tend to occur more often in the
northeastern and western states than in the central
and southern states.

Here are the facts about some common myuhs

that confound pohcymakmg
s Ilyzb Delinguiency rates are bigber among
blacks. . o
Fact: E&deiﬁg to ’sélf-iép’cii-iiiig daw, black

rates.
o Myth: Large rumbers ojjii&’?iilks commiit
serious and violent crimes

)uvcmlc offenders is small; tl‘i' violent few
are likely to commit multiple <rimes.




o Myth: Delingquent bebavior is likely to
increase as studenis proceed through their
adolescernice.

Fact: Males between tbeagesof 15 and 17

o Myth: Juventles commit the overwbelming
majority of violent crinies.
Fact: Juveniles commit approximately 32

percent of Federal Bureau of Investigation

Uniform Crime Index crimes: Index crimes

commit most juvenile offenses. After

juveniles reach the age of 17, delinquent

behavior decreases. 7
Myth: Males are more likely than females to
be treated barshly by the juvenile justize
system.

Fact: Although slgnﬂ'icamly fewer females

include the major property crimes of
burglary, larceny-theft, motor vehicle theft,
and arson, a¢ well as the violent crimes of
murder ang non negligent manslaughter,
forcible rape; robbery, and aggravated assault.

than mailes come into contact with the

system, females are more likely to be

DELINQUENCY AND STATUS dewzined, are held o~ Ser, and are twice as
____ OFFENSES: tikely to be brougl . .it6 court for status

KNOWING THE DIFFERENCE ofienses (offerises that would niot be crimes if
JUVENILE: a peizats who, by reason of committed by 2n adult).

age, falls under the o Myth: Scbool violence Is usuaily interracial.

2‘;‘?“2‘;0::;;!“3:?‘:‘%‘::(& Fact: The majority of juvenile crime occurs

u similir co! amone victims and offenders of the same

have different age cutoffs; but %ncxgng victims and offenders of thc same

for sutistical purposes, a .

juvenile is oldl:: than 10 and (U.S: Department of Justice 1982).

younger than 18 years.
DELINQUENT: 2 juvenile who has committed
an act; including violation of
state laws and local
ordinances, that would be 2
crimie if the child were an
adult.
1 ;uvtrﬂlc who hzs commmcd
an act, legally protibited to
,uwnmes. thax uniu ua‘ Dca

C’onira k umdi more arﬁnsive Iﬁn
pm-ennaii. 1 think that it takes much lexs

mioney 10 pmvide mqnm programs for

large numbers of cbildren than 1t does to
incarcerate one or two or tbree or four
cbildren in an institution with all kinds of
special suppor: systems. It secms to me that
_it'’s much easier to bave the effort be in the

beginning—bevond actual savings of dvilars

Wmuwwmmamqmtsmtu

STATUS
OFFENDER:

adult. Such an act is also ] Soclety as a whole.”
calicd ““noncriminal behavior” Humnter John
Scattle Public Defenders Office

Which of the followi ing violations of } your
schooi poiicicy; iocal ordinances; or st laas
would be considered delinquent acts? Which

Preventing Delinguency (lilm; 1982).

ones would be satus offenses? e @ e
Delinquent  Status School Crime

o Act Offensc It is no myth that scricus juvenile crime is 2

1. Drinking on national problem: And it is no myth that crime in
school property - — schools is a national problem. The most recent

2. Theft of school documentation of the financial and cducational
property —— costs of crime in our schools is NIE's 1978 study.

3. Trespassing oa Whachpainwdanzlzrningptctm
school grounds * Approximately 25 percent of the nation's

_ after hours schowls were vandalized each month.

4. Assault on 2 * The cost of school vandalism cxceeded $200

~ teacher million annually.

5. Indiscriminate ¢ Burglarics occurred five tifies more often in
scxual behavior - schools than in busincsses.

\D
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‘Iworiaslxbouraiy,ﬂvéday:amt 30 weehs

a year, and tbis is the thanks I get!

* The average cost of thefis of school
cquipment, supplics, or other property was
$150. o

Break-ins; bomb Iincidents; trespass cases,
extortions; and thefis of school property
were the least likely offenses to be

reparted—even though one of every 100

schools experienced a boizb-related offense

in a typical month.
. mwjgﬂyzszéoomm

aitacked at school:

* Younger students were thic most Ukcly
victims of attacks or robberies ar school.

¢ Each month, morc than 2.4 million
sccondary school students fits were victims of
theft; much of which involved force;

® Forty percent of the robberics and 36 i

percent of the assaults on teenagers occurred

in schools. The statistics were higher for

yonths lz-lSyczrsohgc
ch o nately 130,000 of the

1. imiﬂ]ionsccondaqmdiashzd
sqmcthmgwonha:lastaddhrammﬁom

;nhysscally attacked.

¢ Yeachers were five times as likely as studznts

”tobcscrii:styinjmmanmck.

CHARACTERISTICS OF SCHOOLS

RELATED TO RATES OF
TEACHER VICTIMIZATION

In jun‘or bigh schools the following school

characteristics appear to contribute to rates of
teacher victimization:

1. The greater the resources for teaching,

thie less teacher victimization:

Z. The larger the school, the more teacher

3. The more grades are ased as 2 saiction,
or the more misceaduct is ignored; the

~ more teacher victimization.

4. Thc more punmvc the attitudes of
teachers in 3 school; the greater teacher

imization.

5. The more students perceive the rule
enforcement as firm and clezr, the less
teacher victimization.

In sentior bigh schools the following school
dxz;gggcrigﬁgappwtocontﬂbummmesof
teacher victimization:

1. 'l‘hch.rgcrthcnumbcrofsmdmuuught

by the average teacher, the greater teacher

less teacher victimization.
The better the teacher-administration

cooperation, the less teacher
victimizstion

. The more ambiguous sanctions are used P

[y

*\

(lowering grades as a disciplinary practice
and ignoring misconduct), the more
teacher victimization.

. ‘j‘l;cimorcpunidvctﬁcaﬂmdaof

tcachers in 2 school, the greater teacher
victimiration:

6. mmomsmdansasagmupbdkvc!n
convendomisoch!mlcs the less weacher

\V. 1

localitics and reports by groups sach as tthbddng

Group oa School Violence and Liscipline (1984),
and teachers cominues to plague American

edocation.
,jora:mﬂc.ﬁom’sS:fedewlsW

(1983) found that in 1982-83:
e Three out of 10 students admitted 0

carrying weapons to school.

——
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® Half of the teachers and almost 40 percent of
the studeits were victims of schiGol robbery,
assault. or larceny.

Nearly four in 10 students often feared tor
their safety in school or reported avoiding
corridors and restrooms.

The onc-year Boston study involved nine hearings

around the city and surveys at four of 17 high

schools, interviews of 495 students and responses o
qucstionnanrcs from 469 tcachcrs 'ﬁo high schools

state supreme couft iusticc Pxnl (: Reardon,

chairman of the commissmn ‘We consider

unaccepuable the upset of learning that goes on, the
sheft and vandalism, the possession of weaporis and
drugs, disorder ot buses zid physical and verbal
abuse,” Judge Reardon said.

Supcrintendent Robert R. Spillane; who receives

weekly rcpom on violence in Boston's schools; was

surprised at the level of violence reported by the

commission;
Ominous evidenice indicates the trend toward

disrupted schools contintres nationwide. The Office

of Juvenile Justice and Delinquency Prevention in

the U.S. Department of Justice has conducted a2

rescarch and dcvclopmcm study (chs and Hawkins;

1983) indicating a significant amount of illegal

juvenile activities in seven selected national sites:
Bangor, Maine; Brooklyn, New York; Delray Beach,
Flomh Paterson, New v jersey: Reading,

Pranc cylyanm Seaitle, ‘Xashington: and Wztcrburv
Connecticut. Researchers surveyed 9th graders in
Paterson and 7th graders in the other aiiFg More

than 10 pc'ccm of the studcms surveyed in

having | brokcn windows of 2 school building. The
proportion who admitted stealing from desks or

CATCHING FLIES WITH HONEY . . .
“Evidence indicatcs that teachers who use.
punitive measures to discipline usually face
increased inappropriate student behavior. But
in those ciassrooris where established )
procedurcs arc communicated cﬁ‘cctwely and
are undersiood by both teacher and student.
where appropriate behavior is rewarded, and
where there are solid instructional goals and

priorities; there is far less disruptive behavior.”

JimHuge
NSBA’s Updating School Board Policies
Sepecmber 1983

QO ®ARD BETTER AND SAFER SCHOOLS
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fockers ranged from 6.6 percent in Paterson to 21.7

percent in Scattle. At the same time, students who

reported being the victims of such thefts ranged

from 42.6 percent in Paterson to 72.2 percent in
Delray Beach. Proportions ranging from 5.5 t0 19.5
percent of students reported being physically
attacked. For teachers, the rate of physical assaults
ranged from O to 16.4 perceni. More than half of

the teachers in five of the sevan cities reported that

students verbally abused or swore at them. In

Reading; the figure was 80 percent.

Not All Crimes Are
Reported

The President’s Working Group oa School Violence
and Discipline suggests that estimates of the cost of

it difficult to compile exact aggregate statistics

because many attacks and robberics—even violent

ones—go nnrenm'tu:ltopﬁﬂccmsﬂff Hctmh‘.g:o
the Safe Schools Study, af
personal thefts and robberies and almost

three-fourths of property damages go unreport d 1o
police (NIE, 1978). Supcrintendents commoaiy offer

anumbctofmsonsforthbpm
1. Districts and school administratot
reponinadm;bcczmcth?:?
& Wish io avoid bad publichky;
¢ Sensc they will be blamed;
Wish to avoid litigation;
Think some offenses too minor to report;
mecrwrdyonthdrownsecuntymd




2. Teachers refraln froms reporting because
they:

Sense thiey will be blamed;

Wish to avoid fitigation;

Fear retaliation by the offender;

Have trouble identifying offenders; and

Do nor wish (0 stigmatize yovag

offervlers.

(American Assoclation of Schoot

Administrators; 1981).

Enrnlng can master more tbmgs, and measter
shem: better, tban those wbo rely vn being
taugbt. They tend to bave greater zest, nwm
muore of wodt ibey bave learned, and make

better use of it in their llving.”

Dr. William Guillory
University of Utah

The Principal’s Role Is
Crucial

Onic conclusion of the Safe Schools Study bears
emphasis. Principals play a central role in safcty.
Principals perceived as strong feaders and influcntiad

role models; for teachers as woli a3 students; tend (G

sdminister safer schools. The NIE study did not
ev:ﬂuzxe instructional or administrative cffectivencss
bt peoduced a profile of the safez school, which
closely resembles the profile of the effective school.
The principal of the safer schiiol:

Smcs mies clcarly.

Enforces thern fairly and firmly;

Succeeds in winning teachess’ agreement
with his or her educational and managerial
style;

Instills cobesivencss and high morale among
teachers;

Emphasizes acaderiic Shecess;

fizvolves the conumunity in making decisions;

‘Rewards individual improvement and

schievemont:

Encourages a sense ufpmn relaticaship
between studems and m

lnsputsastrmagsdioolspim
Succeeds in convincing students that
curricula zre relevant 34 valuabie; and,
finally,

b Ovcfcomgsthcscnscam:gahcnncd

students thiat the school is 2 meaningless o

hostile environmient in which they have no

control oves what Ezppens to them:

e €

Tbe princibal’s leadersbip remains key 16 Baving
safer schoots.

*The ovcrwhelmmg evidence tells us that
punishment and denial of justice are inappropriat,
ineffective and counterproductive ways of changing
and irnproving behavior in our domactaey” This
cattionary advice comes from brwin A. Hyman,
Ed.D.. of Temple University (Jaguary 1984). He

betieves “we lack objectivity in examining thie ssues
of discipline and pumnishiment.” In other wonds,
mary schomls persist in pmiccs and enviroHIRIRY
that cause or minforee disciplinary problems.
But Dr. Hyman' is 6ot suggesling. mrmanyof

the experts, that crimcs of violence and vandalism
g0 unpublished. What many of these experis 30¢
saying is that even-handed policies; practices, and
governance can cffectively address less SETHONS
forms of distuptive behavioe.
77;ﬁlgcomid&tddnpnx\dpﬂsmltw
characierisiics of schools directed by strong
principals, ~he chapter now considers 2 study of

soomxmsphmmmammmm

professor 2t Chio State University, bias said of these
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participation isi 2 feer sodety.” The lcaders of these
500 suceessful schools:

¢ Continue £ do many good xhimgs done by

wood eGucators for a Jong time;

+ Emphasize total environments conducive to
good behavior, rather than isolated practices
dealing specifically with disciplinary
problems;

* Regard schoot as a2 place in which to do
valuable, stccessful, productive work;
* Mik¢ most decisions for the benefit of the

students;
* Recp their €yes on causds instead of on

o e o e b

szar prevention over pums‘hmc:m

Adapt cormamon practice to their own needs
and style;

Play a contrad mat

Suppuit and are supported by staff members;
- Have faith in their stedents and themselves

> @

3|

and expend their energies to make this belief
Come iy

Encourage tcachers to handle all or most
rotitine disciplinary problems;
Hz\tmnmgcfthanavmgcucswithpznms
and community; and

* mmm:an-:v_wrﬁhalmﬁ-om
school and com .

School Discipline and the
Courts

ﬁespincthch:tthzxmnycocmbouscs’" souses exhibit
graven words of wisdom Ga their facades for

posterity, the legal process is evolutionary, and

68 are mmmpmd reg?tilarly Kniowing this,
the White House Warking Group of the Cabinet
Committee ont Human Resources (1984) cautioned

against “overly timid readings of court decisions

that, however wwosbiesome, may at times have been
extended beyond their original meanings by
government and school officials.” In tther words,
throw out the bath water, but keep the baby. The
committec continued; “Those decisions have been
read 25 requifing schools to exhaust cumbersome
legalistic procedures before imposing discipline.”

This is a touchy piroblem. Court decisions have

understandably worried and sometimes perplexed

school boards. School officials may interpret them
too rigidly and therefore, foel hamstrung and
resent them. The White House Working Group's
implication is that officials do not have te abandon
common sense in order to comply with the law.
Once the ULS. Supreme Court handed down its
decision in 1975 in the case of Goss u. Lopez (419

U.S: 565), school administrators across the country

had to adjust their disciplinary procedures. The
decision said it is unconstitutional to suspmd
students without fiotice and opportunity fora
hearing. The court held that schools may suspend a
student for up to 10 days if:

1. The student receives oral or written notice
of the charges;

2. Any student who denics the charges receives
an cxplanation of the evidence on which
they are based: and

3. Schoa! personnel conduct a hearing; even an
informal onc; and allow the student 2

chance 10 explain his or her case;
Complkztcd situaticns; or cases that might
result in longer suspensions or even expulsions,

require more formal procedures, such as apprising

students of their rights to counsel and to confromt
witnesses.

v
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CORPORAL PUNISHMENT
“The effectiveness 5f corporal punishment

continues 1o be debated. Research basically |

says that corporal punishment has little if any
7N long-range effect in terms of teaching studenss
self-discipline. At best, it is a way to get their
attention and control them at a point where
that control is needed. But also; it is teaching
e - students that physical foree is an approptiate

= method for settling prgblems:

- ' “The decision to allow corporal punishiient
- should be made by the board and stated in

approved policy. But such a decision should

reflect the community's values, and the

opportunity for community members to voice
theit opinions should be provided.
“Also, procedures for administering corporal

punishment must be clearly defined and

reviewed by the school attomey to reflect

| federal and state laws and court decisions. At 2
— tainimum, corporal punishment regulations

~— should include that the punishment willbe
= adminisiered privately and in the presence of
an adult witpess. Wridten information
regarding the use of corporal punishment

Did Goss v. Lopez tie the hands of school ToeT I I P M W e T
id Goss v. Lopex ti the 2 should be sent to each parent ot guardian to be

administrators? Some said so. Some deplored it. But abe:
inis °P signed and returned to the school before the

the trend is to consider it an opportunity to HAea 19
demonstrate faisness to students, safeguard thieir punishment is carried out.”
rights, and involve them in educative processes. Jim Huge

ideas abous corporal punishment have changed, NSBA's Updating School Board Policles
too: in 1977, the U:S: Supreme Court (Ingnzbam v. September 1983

Wiight, 430 U.S. 651) ruled that the Eighth S } o

Amendment barring cruct and unusual punishment
applies only to criminals and has no bearing on
disciplining public school students. Nonetheless,
corporal punishment is prohibited in Hawail,
Massachusetis, New Jerscy, Miine, and the District
of Columbia, xad many school districts forbid
spanking. smacking, slapping; and other forms of
corporal punishment.

School officials retain broad discretion ovzer
discipline; but they must be well-versed in the
relevant law. They cannat, for example, suspend
stugents for asserting First Amendment gights of
free speech, free press, or association, unless the
ofﬁculscmpmvcdmzhcmascofthmriggs

ially diszupts the schocl environment. The
definition of substantial disruption is well left 10

legal counsel and precedent. The courts have also

prohibited school officials from disciplining
students for behavior off school grounds, outside

schiool hours, or when no school spousorship is

inivolved, uniless the officials can substantiate that Severul states pro&idit the wse of corporal
the studcnis’ behavior interferes with the operation Dunistawent
of the school.

TOWARD BETTER AND SAFER SCHOOLS
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The Special Case of
Handicapped Students

Many who sit on school boards today attended

schools where learning disabilities were never
mentioned, never recognized. Today, educators
realize that 2 learning disability, such as dyslexia, is
as surely 2 h;md[up,as is palsy. The courts have
recognized this fact in decisions that impinge cn
delinquency prevention. School officials have

learned that applying traditional disciplines to

handicapped or disabled students may be

counterproductive: Indeed, the courts have
prohibited schools from suspending students whose
handicaps somehow account for theit disruptive
behavior. But where schools respond sensitively to
the needs of handicapped students, suchi restrictions
are unnecessary. {For a longer discussion of the
legal issues involved in disciplining handicapoed
students see Gittens; 1983):

In the 1970', a study captured the attention of
school leaders nationwide by identifying a

correlation between learning disabilities and

delinquency. The study found that 90.4 percent of
voung persons in the custody of the Colorado youth
correctional agency exhibited two or more learning
disabilities. Subsequent studies have shown that
students in special education classes are much more
likely to behave disruptively (Murray, 1976).

Examination of a representative sample of

youths in public schools, juvenile courts, and

correctional facilities disclosed significant

relationships between delinquency and learning
disabilities, even when researchiers took into
ateOun suciveconiomic backgrounds and wendeicies
to give socially approved responses. Learning-
disabled males tended 1o be violent and

disruptive and to abuse drugs more than did males
exhibiting no disabilities. Learning-disabled males

were also more likely to be arrested and invoived in

the juvenile justice system (Dunivamt, 1982).

In another study, researchers observed 351
initially non delinquent males for two years from 2
cross-section sample selected from public schiools in
Baitimore, Indianapolis and Phocnix. Over time, the
learning disabled among them engaged in more
delinquent behavior than did the others (Dunivant,
1982j.

As with non handicappad youth; delinquency

prevention programs appear to succeed wub

learning-diszbled students. Analysis of one project

suggests that susttined and, individualized remedial
instruction of learning-disabled students, who hiad

nor been adjudicated by juveniic ,uﬁncc umhomnc.
aotoxﬂyimprm*cdthcxrmdcmlcj 1

effectivencss of the project, however, dépended on
how 1auch help the student received: 40 to 50

houts before significant improvements occurred:

Other crucial factors were the student’s age,
ethnicity, performance IQ, and prior history of
delinquency.

_ Delinquency is prevented primarily because of
the relationship established between students 2nd
learning-disability specialists and not because of

impreved academic skills (Dunivant; 1982). The

special interaction between student and teacher may

haye socialized the siudent enough to inhibit
delinquent behavior. In other words, student and
teachier becatrie friends, aid the teachier became the
student's role moxdel. Such a finding; if substantiated
by later research; will doubtless influence ali
delinquency prevention programs.

The larger task is to apply the best of what

rescarch has shown about helping disabled students

within the overall framework of mainstreaming
them—entitling and eniabling them to participase in

LEARNING DISABILITIES

A learning disability is 2 disorder in the basic
process of understanding or using language,
spoken or written. Children with learning
disabilitics can have average or above average
intelligencé. Soime Jearning disabilities are:
# Perceptual handicaps such as secing
ietters and numbers backwards; not

being able to perceive the word unit cn

a page, not being able to understand
ozl information or take directions, and
not being able to rfemember sequence.

® Brain injury, which can be caused by an

accident like near-drowning, or 2 blow
to the head, ar high fever. Some birain
injury ¢an occtr before or during
childbirth,

* Minimal brain dysfunction where tere
is 2 mild neurological abnormality
causing learning or behavioral
problems; such as Lvperactivity.

» Dyslexia, which is a2 disturbance of the
ability 1o read.

Developmental aphasia, which is the

irability t0 use or understand spoken

languzge:

For moxe information, write the National Legal
Raourcc Ccmcr fcr Ctuld Advccncy md

Street, N.W,, S-ZOO Washmgton. D. C 20036.
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the full range of school life without discriminating
agdinst them because of their handicaps. That some
disabled students find it difficult to control their
behavior complicates the task but does not dilute
the recognition that unacceptable behavior is 2
probiem of creating order, discipline; and safety angd

is, at the same time, an educational responsibility.

Suspension and Expulsion
Each year more than 1.5 million American students
miss a day or more of school because they have
been suspended or expelled. And yet the thrust of
most research is that these extreme measures are
losing their effectiveness. 1t seems evident that this

is an issue for entire communitics—not just

tduc:uors—-to ponder.
Here is what the best rescarch offers regarding
suspension and expulsion:

e Suspended students losc valuable instruction

and are hkcly to distrust the authority that
has rejected them.
e Suspended students often suffer labels; such
as “‘problem kid." ) )
Minority students are disproportionately
suspended and expelled:
Suspension fewards teachiers and others for
avoiding classroom responsibilities.
L] Suspcndcd students are usually the very
students who most nieed direct instruction.

¢ Some schools forfeit funds for each

suspended or expélled student, under average
daily attendance formulas.

Morcover, removing students from schools may

actually contribute to delinquency by putting morc

jobless youth on the streets: Richard de Lone and

May Long {1983) cite several studies iltustrating the

from youth unemployment:

® One study noted that for every 1 percent

increase in unemployment; 2 corresponding

risc of 4 percent occurred in whatis a

enormous social and economic €osts socm*, incurs

predominantly youthful prison population.

1980 HIGH SCHOOL SOPHOMORES

WHO DROPPED OUT BEFORE
GRADUATION
Mile Female Towl
All students 14.7% 12.6% 13.6%
Racc/ethnicity
American Indianand
Alaskan Natives 27.2 318 292
Hnspzmc 18.1 180 180
Blick 203 141 17.0
White 130 115 122
Asian American 35 27 3.1
Sociocconomic status
High 70 32 52
Middle 96 83 90
Low 178 171 174
Unknown 323 309 316
Community type
Utban 208 17.0 189
Suburban 125 11.0 118
Rural 136 120 128
Geographic region
Northeast 13.4 90 113
North Central 122 117 120
south 164 140 152
West 170 163 166
High school program
Academic 45 36 40
General 127 13.0 129
Vocational- .
technical 169 132 151
School type : S
Public 155 13.6 145
Catholic 3.2 1.6 2.3
Other privatc . . .
Sclf-reported grade
Mostly As 20 35 29
Mostly Bs 78 84 81
*Mostly Cs 181 19.1 185
Mostly Ds 417 44.1 425

Note: All percentages are based on computations

using weights that are adjusted for non response
and uriequal probabiliities of sample selection.

. No? Includéd becau:e of a smal! sample size qnd

a bigb non response rate in the base-year survey.
Source: National Center for Education Statistics
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stugdents who already resist astending school often
regard suspension as 2 reward (CDF, 1973.) CDF
concluded that 63.4 percent of all suspensions were
foe infractions of school rules, not for dangerous or
violent acts. A follow-up study in Michigan
confirmed this conclusion: “Suspensions are not
utilized to scparate students guilty of serious
misconduct, but for the most part are used as 2
response 1o relatively minor misbehavior”

(Williams, 1979). Only three percent of al
suspensions 2nd expulsions are for major offenscs;
the rest are for minor infoactions such as wardiness,
truancy, smoking, and dress code violations

(Sorcnson; 1982).
How In-School Programs
Succeed
Effective delit ; prevenition in-school
programs tend to asscss carcfully the causes of
problems. (Sce Chapter 4.)

William Wayson, the Ohio State University

professor who directed the Phi Dela Kappan study

of discipline, has stated that many disciplinary
o S problems derive from dysfunctions in the
“Hooray. no scbool tomorrow! I've been expelled!” governance of schiools and therefore, “*Pun Iihi'fi’n”g
students or staff members whosc behavior is

® A cost-bencfit analysis of the Job Corps; governed by those dysfunctions is a foolish and
which offered training to disadvantaged fruitlcss way o approach the problems which are
youth found that the program saved society symptomatic of institutional causes.”
about $2,300 in criminal costs per Dr. Irwin Hyman of Temple Undversity has
- ?{’}iffi{{“ff e posed 2 vexing question: “'In New Jersey, some high
® The State of Michigan found that its 1980 schools in inner cities lose almost half their
cost for youth uncmployment was $100 students by the time they become seniors. What
milliez, including expenditures for welfare, happens to these dropouts and pushouts? How
insurance, crime-related activities and many return to the schools; or hang around the
incarceration, and fost opportunitics—the school causing problems?”
sovidl and community benefits foregone by s Sore 8O0 K
the id.  orkforce. f&ﬁg&wnﬁ peaple deop out of
Some school officials believe the advantages of ¢ Twen cent of the natio
suspension outweigh its drawbacks: gmdcz-:‘mmllkﬁ; to drop out o; ;l:;;h
* Suspension is convenient and, compared to before graduation.
alternatives, requires little time, effort, or * Forty percent of 17-year-olds are comsidered
resoutces, and does niot need (o be planned, functionally illiterate at 2 time when rescarch
~ programmicd, or monitored. identifies illiteracy as 2 primary cause of
L By leavi tng administmtors littjc discretion, uncmploymetit among youth.
school district policics can make discipline (Act Togcther, Inc.; 1983).
systematic, consistent, and perhaps legally The nation’s news media chronicle the problem
) airtight. - of highrisk youth who lack economic
* Many school officials simply belicve that self-sufficienicy. These juvenlle offenders, runaways,
suspension works. homeless children; drug and alcohol abusers,
But cvidence shows that suspension often fails. pregnant teens, single pirents, and unemployed
While finding that it can be effective in some cases, youth have traditionally been the most difficult and
the Children's Defense Fund (CDF) found that cxpensive population to serve.
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NIE's 1978 Safe Scboois Study found that

3 million teenagers from 14-17 years
of age bad problems with alcobol.
One in four students from grades

10 throughb 12 drank aIcobol ar least

once a week; six percent of 12th graders

_drar.k datly. Tbe OJJDP Delinguency
Prevention Research and Development

Project found that the proportion of 7tb
grade students who reported being bigh
on alcobol or drugs at scbool ranged

Jrom 2.2 percent to nearly one in 10

students. (1983)

The community, it would seem, must decide
where and when 10 pay for thie problem. It car try
to kecp would-be dropouts and pushouts i school,

which is clearly what Dr. Hyman would do, or it

can pass the problem and its costs along to the

police, the courts, and social agencies. In cither

case, socicty pays; and there is increasing evidence

that it may cost far less to treat delinquency in the
schools than clsewhere.
*We need to develop tiiore effective in-school

suspension programs, we necd maire psychological

services, we need (o develop cffective methods of
enforcing discipline codes. and most of all we need

to suppon thc dcveiqpmcnt of good aiternative

smtegjcs for assessing the learning environment and
involving the entire school and community.
Commitments to improve the quality of education
and to prevent delinquency go hand in glove._

Existing resources are inadequate; so every cffort

must be made to involve parents; business leaders,

other citizens, local government, and any other

available resources. All students must participate in

this effort, and none should be isolated. The goal is
to encourage students to commit themselves to
learning and to achieving excellence; and this means

they must be certzin that everybody in the
community has high expectations of them.

Subsequent chapters discuss the scope of the

probiem;, various approaches for solving it; 2nd the

special role of the school in combating delinquency:
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In recent months, a sharp debat, "E li:i.i’occurrcd’ CULE(

the schools have increased; decreased, or stabilized
since mc N:nioml lnstimtc of Education’s Safe
Schools Study in 1978. This prompted Alfred S.
Regnery, Administrator of the Office of Juvetile
Justice and Delinquency Prevention; to commenttoa

School-Based

Prevention

prevention. The chapter also considers the Hawkins
and Weis (1980) Social Development Modcl and

cffective schooling research and discusses how the
principles undetlying both approaches could be

incorporated into prevention programs to create

order and discipline in school environments.
Finally, the chapter addresses the need for different

Congrcsuonzl subcommittec in 1984, “The issuc Is
not . . . whether the problem is ‘better’ or ‘worse’
than in 1978. 4ny violence in school is unacceptable.

strategics to prevent dcunqucncy in different
schools and st ¢s rescarch findings to assist
policy makers in dcdding which strategies to

Since violence #s suill a real ggop!cgn in many schools; cmploy.

we need to do what we can to help.” L L

The previous chapter prm'idcd an overview of
mm cml’ully m‘ .

how delinquency colors the Americin education
landscape. This chapter focuscs on the special role Wf’“&m o frequently 1t s the
of schools in dﬂmﬂs dclinqumcy and scts fgﬂEa ﬁ;i;i’; iiaﬁiii *** boo ! !*' ;aa

rationale for implementing programs that foster an

ambience of encouragement and safety within

schocls. The chapter considers several approaches

muclm tbcjumao,ﬂuucc syttem and

pased ! i p in the solmtion OJWWW -
to school delinquency prevention an N
discusses the major theories of delinquency sg““;nngﬁ?;:m : upcrintcadent

— {1984)

The School’s Special Role
Of all social institutions; the school is best abic to

identify potential delinquents before they become

major problems to the community. Studics have
demonstrated that school-related variables are
among the chief factors influencing both dropout
and delinquency for males and females, and that
delinquency increases for students who remain in
schools under conditions of failure and alienaticn
(Elliott and Voss, 1974; Weis and Hawkins, 1979,
1980).

As Scranton, Pennsylvania; Superintendent Dr.

Peter F. Flynn (1984) has observed, *“We recognize

that the delinquent or disruptive child almost

and m&? mé‘ﬂ»u s&m 7 Zilve me much of a
chance to goof of].”

ARD BETTER AND SAFER SCHOOLS .
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Tbe scbool remaius ibe principal lever . . .

always begins with a pattern of academic failure.

T h( svndrome inclodes f:lhng behind in the basic
stibjetts. htmg cmbarrassed about Bi'lﬁ{; behind;
porhaps heing numcd in a gr:ldc Or twO, htmg
older and looked up to physicaily by the other
students, secking success in physical power; being
creasingly absent from school; becoming foore
ditficult to teach; presenting a problemi for teachers
s ho are struggling to find successful methods.
which might work with this youngsxct, until the
student cithier acts oat or drops out.”

In addressing the problem, Albert Shanker

1198 11, president of the American Federation of
Tedchiers, ddvacates reaching students before they
become turned off” by education. “In virying
degrees and with varying consequences school
problems of violence and discipline are primarily
caused by students who do not want to participate
in the cducation process schools offer”” He suggests
using school-hased strategies to address such
problems: ~. .. the best solutions to the school
discipline pruhlcm will address tis phenomenon
With @ schond, or at least in-system solutions that
relate to the cducational program for difficult
sidents Some of them will involve educational
alteraatives; some will involve the establishment of
new codes and nrocedures retating to rewards and
punishments; some may involve new mechanisms
tor asserting teacher authority.”

schools provide 2 special setting in whick
officials have 2 wider range of power for
maintaining order than is gencrally available
cIsewhere. The courts have gequired schools to
adhere to strict interpretations of student righits, and
many school officials bitterly complain of being

WHY SCHOOL-BASED PREVENTION
Four main arguments for school-based

prugnms to prevent juv cnile delinquency:
. Schuols are central to the lives of young

people. Their standing in school is 23
important det :rminant of their sanding
in the world. A young person’s )
interactions. m schoo‘ may. ugmﬁc ar ly
cmplov)trs and cven fmul} member

An arzay of troublesome behavior in the
schiools continually interferes with
teaching and learning. Classroom
disruption; truancy. vandalism, violence,
and poor académic performarice are
major concerns for communitics and

states. o
3. Next to peer relations, which are affected
most directly through the «chools,
school-related varisbles are the strongest
predictors of delinquent behavior in
secondary studerts (Elliott and Voss,

1974, Hawkins and Weis, 1979): Daily
social interactions in school can dircctly
affect a youngster's success, failure,
degree of social competence, scif-csteem,
and hehavior.

4. Tre school is the only formal institution
ihrough which socicty can address the
wholé€ range of problems, including
substance abusc, youth unemployiient,
poor pecr and family relations, viokence,

)

vandalism, and truancy.
{Adapted from Little and Skarrow, 1981).

"I the schools do wot promole adequate.
learning and reassurarce of progress, the
student must cone 1o refect reanimg—bolb in
tbe scbool and later in life.”

_ “He’s in cbarge of
Juvenile Misbebavior.”

lhnumm Bloom
Al Our Children ti'ammg A Primer for

Parents; Teachers, and Gther Educators
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cmasculated by the courts. But the courts have acd
usurped the power of school lcaders to establish

and enferce rules: 2 'though courts have required

that the rules and puiushments for infractions be
stated and applied with safficient clarity o enable
students to understand what typcs of conducz will
fesuit in U,QCEpmun JLuuu. oot Of 7 TAlS ctain
broad authority to det 1c and eaforce
disciphinary policics.

Approaches to Prevention
In exercising their authority to address student
hehavior problems, school districts have tried
several approaches. This book focuses chiefly oa
primary prevention measures intended to create
school environments that reduce the need for
special “second-chance™ options; such as alternative
education programs; which address only the
prublems of disruptive youth. Effective delinquency

prevention methods provide aﬂyoungsn:ts with

opportunitics to achicve success in and out of
school. Sach methods enable students to expetience
social cooperation and understand iss rewards.
Primary dclinquency prevention theory fewards
accomplishment; as a corollary to punishing
failures, and replaces negative labels with
opportunitics o icarn and apply skills likely to lead
to success.

Alternative Education Prearams

Alternative education programs warrant a brief
discussion because they have made important
contributions to delhquency prevéntion and school

improvement generally. and have heiped document

the economic berefits 2nd the cffectiveniess of

school-based programs. Experience with alternative

education programs also {ndicates that any school
can apply the characteristics of effective prevention
G &5 own programs,

_ New York City s:udcms cnmilcd iss dligenative
schools have “expresscd real satisfaction about their
relationships with teachers; the safc; non-violent
and caring atmosphere of their schools; and about

cducation pregrams, which they pcrcehmd as well

suited to their tieeds and interests” (Foley and

YOUTH ADVYLACY AND THE JJOP
ACT

The Juvenile Justice and Delinguency
Prevention Act of 1974 (JDP) resulted
from advocacy cfforts and stimulated further
youth advocacy. The 1977 amendments to the
act made a funding priority of activities to
improve services to youth affected by the
juvenile justice system.

l: KC WARI) BETTER AND SAFER SCHOOLS

mui pusb out students
wbo most need belp.

KEY INGREDIENTS FOR ALTERNATIVE

EDUCATION PROGRAMS

Alrernative education programs that enhance
delimquency prevenion feature seven key
clements:

® Individualized instruction and curricula
with clear learning goals and
individually paccd learning programs;
Clear rewards for individual academic
improvement;
A goal-oncmcd cmplusis on classroom
work and |.aming;
Small class s;
Low student-adult ratio in classrooms; and
Caring and competent administrators.
(Hawkins and Wall, 19%0)

McConnaughy, 1982). Ihss,‘sh@!’ cmploy a
broad range of effective delinquency prevention
programs and offet positive school climates and
challenging academic peograms that are mutually
supportive.

 The federal governmerit has bicked cfforts to
develop and pfovidc innovative alternatice

Justice and Dclinqucncy Prcv;cmion and the U'S:

Department of Labor jointly funded the Alternative

Education Program, which involved 17 projects in
10 states and 94 operating sites, most of which
were schools. The program’s four majot objectives
wete to:
® Develop and implement strategies and
techniques to improve policies, practices, and
procedurces;
e Improve the quality of existing programs,

curricul'im, staff development, youth and
parent particination, and school and district
administrative policics and practices;

e Reduce the number of dropouts, truants,
suspensions; atid expulsions; and
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® Prepare students for employment or
successful participation in post-secondary
training ot education.

Interim evaluations of the program, by the

Johns Hopkins €enter for Social Organization of
~chools, indicated that 83 percent of the projects
resulicd in changes. Those ranged from simple,
procedural adjustments to district-wide adoption of
an ;uu:rmu\c mcxhod of dahng vm.h expulsions

pcﬂormancc nmpm\cd and some projects
significantly reduced referrals for disciplinary
action:

The Youth Advocacy Program

In 1979, priof to its involvement with the

Alternative Education Program; the Office of
Juvenile Jusuu and Dclmqutm:y Prevention (OJJDP)
suppontcd an ambitious school-based prevention
program, the Youth Advocacy m (YAP). The
program sought to increase the a\mhbuuy and
quality of youth services dy stimulating reforms of
focal and state school systems and 1o inxcrease
knowledge about effective youth advocacy. OJJDP
specifically encouraged activities o change statutes,
reguliations, policics, and practices in the juvenile
justice system, closcly related systems of social
services, and education. Projects involved people
from various sectors of the community; including
youth from the target populations.

Efforts 1o inlluence public schiooling tended to
focus i instituting due process and procedural
safeguards, reducing incquitable and improper
classification and dispositions of cases, and
increasing the quality, quantity, and accessibility of
services. Lobbying and legal efforts fared best when

they addressed schowl poticies; practices and

MORAL DEVELOPMENT
“The main experimental determinants of moral

development scem to be amount and varicty of

social experience, the opportunity to take a
number of roles and to encounter other
perspectives. . . . Being able to take another's
viewpoint, 'to pul yourself in his place’ is the
source of the principled sense of equality and
recipfocity . . . The best summary of the
situation in everyday language comes from
E.M. Forrester, who thought that most of the
trouble in the world is due to ‘the inability to

imaginc the inncrncss of otaer lives,

Lawrence Kohlberg
Cognitive Psychologist .
Harvard Sctiool of Educition 1972

“Should we get a consuliant on these student
disrupiions?™

ﬂlfS‘INESS GQN’ AN m z‘% BJFFERE'V* RENCE

18-year-oid senior at Booker T. Wxshington

High School thought she might want to be 2
computer engincer. One day, in their
apartment in 2 public biousing project, shc
confided this dream to hier mother. According
to Miss Shelton, her mother responded, "Oh,
you can't be no engincer, you know that, girl.”
And that setiled that.

Then; one day at school; Miss Shelton met
Jerry Hill. He suggested that she reject such

negative talk; that she set her goals to become
anything she wanted and not let others make
her decisions. Ordinarily, Miss Shelton and her
classmates might have dismissed such talk
coming from an idealistic teacher unfamiliar
with thec real worid.

But Mr. Hill is not 2 formal teacher. He is 2

black computer engincer who worked his way

out of the Memphis ghetto into a well-paying
job for Federal Express, and he was counseling
Miss Shelton and other students at Washington
High School as part of a sticcessful educational
experiment.
“Schools Try New Ways to Improve Education,”
New York Times, April 14, 1983.

'Federal Express is the best thing that ever
happened to Booker T. Washington and I mean

that. It has had 2 more telling effect than any
kind of community agency has ever had on the
schooil—pcriod.”
Mosc Walker, Principal, quoted in the
Mempbis Commercial Appeal, April 26, 1983

— TOWARD BETTER AND SAFER SCHOOLS
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psxadures < ncermang discipline, truancy, and

dropout prevontion: YAP won icgisiation in foor

STLES:

& Georgia mandated in-school suspension

rather than deprivation of education as 2

form of punishment. )

New York prohibited expulsion of trudnts

from the school district until an effort has

been made 10 relocate them.

* Wisconsin modificd the state did formula to
pruvide more incentives for dropout
prevention.

e The Florid legisliture considered many
punitive mecasures to address truancy and
school discipline; but the oaly proposal that
survived concerned sale of drugs and

The sticcess of ihcsc’ sC projects underscorcs the
unpomnrc of ensusing student rights in effective

anary Prevention

Theories

Schools have long practiced prevention in the
broadcst schsc. But the primary prevention
stratcgics in this handbook synthesize: for the fir

time, effective school research; Icarning theory, sind

numcrous evaluations of successful dclmqumcy

prevention programs.
~ Four major influences on primary delinquency
prevention strategy have been thie learninig, striin,
labeling, and controi theories. Each recognizes a
number of social institutions that influence student
development; but only control! theory is strictly a
theory of prevention.

Learning Theory

Learning theory-<which inchides ciiltural devidnce
theory, differential association theory: and social
learning modcls—maintains that dclinqucncy is
Iczmcd through a varicty of associational | procoscs;

chances increase that they will accept the bchzvlor

sandards of the deviant peer group. Because
schools provide many opportunitics for youngsters
to form associations, prevention strategics based on
learning theory emphasize ways to reduce
opportunitics for assoclating with delinquent yomh
and to reward traditiona! values (Miller, 1958;
Sutherland and Cressy, 1974).

Strain Theory

Strain theory holds that delinquency results from
an individual's inability to adapt to the frustration
inherent in social institutions. School strain is

KRDN:I'H:R N\DW}.R \CH(K)I)
EKC

especially evident when goals and objectives are
structured in such 2 way that onily 2 lifiicd number
ofsnmmsankg:umdyimmman.wﬁs

Wymcpnb&gmkmymmﬁ&gnmw
valucs and ways; such as crimimal behavior.
Prevention strategics attempt to reduce strain by
giving all students opportunities and rewards for
succss (Coben, 1955).

Labeling theury describes how ncgative
< ”"”"”’cznafi’caayouthsbchzvnoc(ﬁxcc
behavior is defined as deviant; the youth adapts to

the label. If 2 student is labeled 2 “slow leamer” he

&s&mimmmlowtrcxpecnmmfm B

tend to view labels as permanemt. Delinquency
prevention strategics based on this theory aim to
minimize tabels in order to encourage commitmenk
to improved achicvement (Erickson, 1964).

“SOUL MURDER"

authoritarian environments, such as are
characteristic of many schools and classrooms,
condemn learners to continuing criticism,
sarcasm, discouragement, and failure, $0 that
self confidence, aspiration (for anything but
escape), and a2 healthy self concept are
destroyed. Whitehead called this kind of
process ‘soul murder’ Leamers <«
such relentless failure learn only that they

cannot lcarn, and their anger and distress in

the face of this is frequently vented against the

system and the society that has inflicted this
inhuman punishment on them. We also know
kow to identify teachers who inflict such
environments on their pupils. L2t we continue
to sentence pupils to such teachers for a year
at a time, often in spite of protests both from
pupils and parcats.”

Colorado Btpanmcm of Education

Control Theory

Control theory myntains that people conform to
traditional siorms because of thelr bonds with home
and school. As long as these ties are strong, people
usually follow rules of acceptable behaviur.
Individuals learn sclf-discipline; which allows them
to relate to the people and activities they value:
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mbondmgfostcrcdbycommmcory Ninisiers, ¢

: SUPCTVISOSrS. lnschooi.thcybondwubpecxs ,,,,,
to rewarding cxperiences; teachers; zggsaﬂ'mitschl. 1969; Hindéhn&l?‘/.’"
* Amchment to established institutions;

® Involvement in socially constructive
 acvities;asd E@@ﬁ‘dwmﬁw‘ﬁ‘d’mm
* Belicf in the value of conforming betavior m*”o]w””'”"&m” ence how the student
Children form their first bonds with parents views the school and other people 2t schos!. When
and other significant family members. Larer, they those cxperiences are positive, the student is most
form arachments to other role models, such as Likely to accept and abide by school and con 1
7 ) - codes of conduct.
MOTIVATING ADOLESCENTS Current Ihinking on
“The prececupying wiotives for most Delinquency Prevention
__ American adolescents revolve around
resolving uncertainty over sexual adequacy, Ahbmxﬂlbondmgwmdimmand
interpersomal power, anionomy of belief and belicfs helps insulatc young people from deviant
_action, and acceptabilily to peers. The peer influences, schools have regularly inhibited
wrgency of these questions denotes the weaker social boniding by labeling studemts, shunting them
_ desires to acquire competence in into tracks, separating them from their positive
mia, bi:lova. wlugluﬁmpoumm. peers, orisohdngtbanfmmtlrcﬁhwlmd!
apatky and bostiliry. This mood i3 wot a practices that alicnate young people. The goal is o
recent phemomenon. change the way school.ng is organized. Partnership
Jetome Kagan programs that exposc young people to the work
“A Conception of Early Adolcscence™ world for example, can provide role modelsto
Daedalus, 1971. strengthen students’ belicfs that school experiences

ﬂwunpmtbeingenmmoﬂaﬂhw
e enforcement and juvenile justice agencies.
~F C School-based delinguency prevention programs
encourage school staff to work cooperatively with
community resources to reinforce conventional

to continue bchzving positively with other

individuals and groups. Peer group associations arc

especially important because they most often
originate in school. Schools can reward

Mot

“Wbat the social development appronch
would suggest is that young people are mors
Susceptible to the infinence of their poeri
when the opportunities for involvement bave
WOt been there in famiily and schbool. Whan
they bave not experienced success i school i

in the family, tbat would bond tem to the
activities that are expected in those
environments. And then they may look
elsewbere 10 become snccessful. They may
Jind themselves pulled into activities with
_delinguent peers in order 1o demonstrite

tbelr own competence a3 Individuats in the

world.*
~ David Hawkins
I S o - , Preventing ﬂmnqamcy (ﬂlm 19812)
“Mr. Jones, abowut your strategy for 1abeling slow N

learners. ... "

TOWARD BETTER AND SAFER SCHOOLS
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an array of socially meaningful « xperiences. School “WhBen soe treat Hian af be i, we moke bine
leaders must develop resources for actively drawing worse tkan be ii. When we treat bim as if be
Wstrommammglydwuscahmcand eivady were what be potentially could be, we
extracurriculzr activitics. Leaders must also Goctbe
maximize positive peer pressure to support school E—
goals ang chjectives. (Sce Part II, Student
Involvement, for strategics that can assist schools in The Social Development Mode! proposes that if
designing programs for that purposc.) the primary units of socialization (families, schools,

— peers, and community) are to influenice youth away

z . from delinquent activity, youth must have the

opportunity to be involved in al
activitics; have the skills necessary to be invoived
successfully, and those with whom the youth
interact must coasistently reward desired behaviors.

(See Figure 1)

_The cumulative effects of experiences at school,
with families and peers, and in the comnmunity
determine wheither 2 young person will develop the
recessary boad to socicty. When their experiences

attachment, commitment, axid belief, young people
are more likely to become positive, contributing
members of their schools, families, and
cummunities.
Figure 1
SOCIAL DEVELOPMENT MODEL OF
DELINQUENCY PREVENTION
“Do yo# realize we are wialroami subsidiaries B _
The Social Dcvclopmcnt Model | invorviment | | X ILLS ]  REWARDY.
Public elementary, (ntcrmediate, and secondary | — B
<chiils Biave been festiig and Wi witing sovoral -
promising delinquency prevention sirategics that 3 fesd 1o
integrate clements of bonding into the process of — Kﬁ; — W m
social development. Based on the Hawkins and Weis S HEIchamew 1o school, family ind
Social Development Model (1980), the strategics om0 learning
steess artachment to parents and school as well as a | Bekef i pusentiat 1o succeed W che syseem
belief in; and 2 commitment o, the conventions of ——l
social order and the law. Joseph Wels and David which e followed by
Hawkins of the National Center for the Asscssment : d
of Delinquent Behavior and its Prevention ) BONDING
(NCADBIP) in Seattle, are demonstrating through * o schuol
extensive field research that students’ attachment to & 1 seschen
school and commitment to education increase with * 10 peen
opporttunitics for meaningful involvement in school, : g%'?if,,;
consistent expectations in the school environment, . !
and deveiopment of academic and social skills: -
The model illustrates how students’ perspectives et L

. about themselves and others can improve as dicy e e ————————
participate in school and school-sponsored :‘3‘3‘*“” NCCEPIARLE ":‘.“f""""

community activities. v ion o Seliaque
S (Hawkins and Wels, 1981)

) FARD BETTER AND SAFER SCHOOLS _ B
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“J guess i1's Supposed 10 cure bis trusncy.”

The Social Development idodel characterizes
ihie influences of various institutions in a child’s life

a% dynamic. As the child grows, the influences of
institutions that play major roles in his or ber life
shift and change. According to Weis znd Hawkins
(1981), the family dominates until the child begins
school. School and peer groups then compete for

attachment. Employment is an especially strong

sucializing force for youth whose school

cxpeticnces are unrewarding. and the community
sctting becomes increasingly influential for older
youth.

In order for dclinqumcy pmmlon strategics
to be effective; they must be designed and applied
according 1o the young person’s stage of

development. Stratcgics appropriate at one stage

may be inappropriate and incffective at another

stage. Most importantly, if the characteristics of the
school environment are closely attuned (o the
bonding process, then youth can be miotivated and
rcinforced more effectively to participate in
conventional activitics and not deviant acticns. The
Social Development Model emphasizes that the
structures of school experiences must reinforce the
bonding process by:

& Increasing opponunmcs for involvement In a
greater number of conforming tasks;

s Maximizing the atainment of the neoessary
skills to participate successfully in those
tasks; and

* Providing rewards and sanctions that are
clear an«d consistent.

(Hawkins and Weis, 1980).
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Preventing Delingquency
Through Social
Development

xhaﬂmaefnblnhﬁxgpohmﬁf

“Peer inflsence is one of the best methods of
ovganizing and utilixing the resources of

students and tbelr ability to belp otber
Mnmmwhlﬁmﬁﬂ

Changing Instruction Mcthods

Smdcnuwbocxpmmcczadcmlcsuccmmm
likely to become committed to educational goals

and are more likely to develop attachments to

tweachers, positive poers, and other positive role

models. The most effective instructional practices

have specific, clear objectives and allow students to
proceed according to their own abllity level,
Mastery learning methods with criterion-reference
cvaluations allow students (o reccive an incremental
mmﬂmdwymmmhlmmmk This
cicarly ties rewards o performing and to ataining

learning objectives (Bloom; 1976; Hunter, 1982).

Mastery of learning msks, student motivation;

positive student attisudes towards seachers and

school, and student seif-csteem are greater when

students learni I coopetative classroom situations

rather than In competitive ot individualistic ones.
When students perform learning tasks in groups,
rewards depend on the quality and quantity of

group efforts. Peer pressure can cffectively motivate

cach student to contribute 10 his or her team’s

successfui performance, Team leaming techniques

have been shown to increase academic achicvement

significantly more than other instructional methods:
Cooperative learning activitics also encourage
fricndships across status or group lines in a
heterogencous student body. Besides inspiting
appreciation for differences, these learning methods
greatly enhance self-esteem; because students who

work together cffectively on structured tasks can

TOWARD BETTER AND SATER SCHOOLS



motivate and directl vinfotce one another (Skavin
1979, Johnson and jounson; 1981). )

If students are to learn to work together
cffcctively, they need training in basic cooperative

skills; such as communication; problem solving;

lcadership, and negotiation: M:swrgtgsgt}{shﬁs

€an significantly reduce delinquency-retared
problzms, such as substance abuse and

unemployment.
These methods of mszruanon zrc not uucndi:d
to burdcn tcachers and school adnox rators with

additional work. Rather than working harder, school
personnel will be working more effectively if they

ase these wols 10 manage the human factors in the
mmmlmg

lnvolvlng Students in Decisions

students who view themselves as having 2 stake in
the school’s goals and objectives are more motivated
and more likely to succeed: By increasing the
student role in esuablishing discipline codes and
setting education priotitics, school leaders can
increase students’ atachment and commitment to
the rules and priorities. Decision-making experience
2lso encourages students 1o develop skills and
attitudes important to future community

involvement. According 1o the Social Development

Model; participation in activitics and interactions
with othets is "the foundation upon which the

EFFECTS OF COOPERATIVE
LEARNING
"My involvement in the School Improvement
Project this past ycar has bccnﬁw” ih? liiiihliﬁlii of
my teaching careet. . . . | found mysclf mo
and more aware of thc nccd to "hook’ the

lesson into the students’ own cxperiences. As |
did this they cxpended ess encrgy on ‘why
should 1 do this’ and more on the objectives of
the lesson. . . . Everything In the lesson
bccamcﬁmorc, focused. The fessons and the
tests reflected learning objectives and the
result in higher tost scores was remarkablce. |
had very few failufes.

“student Team Learning was the most exciting
of all. I saw students helping others with
whom they ordinarily would not have any
contact. When left on their own; many
students tend to form ability and racial groups.
To sce students of all races and abilities

helping cach other was worth th= whoie
project.”
Louise Locke, Instructional Leader
Hamilton Middic School
Seattle, Washington (1983)
QJJDP School Enhariceiment Project

ARD BETTER AND SAFER SCHOOLS

clemenits of the social bond, lc.,zttad:mcnt
conumnitment and belicf, arc generated, reinforced,
and maintained™ (Weis, ¢t al., 1981).
Inordcrforsmdcmstonmmctsucccssﬁxﬂy
with peer. family, and other adults; they must bave
the skills to do so in 2 meaningful and rewarding

way. The school curriculum shouid offer all

students wraining in basic interpersonal skills, such
as communication, decision making, conflict
resolution, and problem solving.

A number of school-based programs promote
opportuiilics for leaming inter
decision-making skills. Enmplés inciude:
peer-relation projects. various forms of student
courts, school anti-vzndalism projects; and student

“We knoew that the gralixg and ranking
systems used in most schools are Barmfil ind
irrutional, We Enow that success motivates
and that a pupil’s self-image is a vilal Jactor
in motivating bim or ber 1o learn. Yet we

continue 10 use grading and ranking systems

which virtually insure u3 that balf our puptls

will perceive of tbemselves as being below

average and thal thousands of the notion’s
children will see themsrives as fallures by the

age of ten.”
Eugcm Howard

Colorado Department of Education

4\
R A

AISOM bas been Rmng me agaln. 1 want to
change my peer group.”
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activity boards, Engaging students in setting schoot
rules and learning objectives @an encourage them to
become partnets in the leaming process. (See Part 1l
for more information about such programs.)
schools with student-invoivement projects have
experienced a decrease in the incidence of
troublesome behavior. At trouble ridden Cleveland

High Schoo! in Scattle, Howard (1978) reported 2

decreasc in studen: absentecism from 35 percent to

5.6 percent; office zefernals dropped "y 50 percent:
Both the requests for the transfers and the aumber of
reported fights dropped dramatically. The principal
attributed the changes © 2 marked increase in
student and parent involvement both in serting
school rules and in defining rewards for meritorious

behavior and punishments for infractions.

Making Curricula More Relevant

Cemmunity ‘based, cxpcncmul education | programs
have been implemented sporadically, but more
schools need to broaden their curricula and make

them more relevant to work and expanding
vocational opportunitics. This can be accomplished
by cxpmdmg the definition of learning tasks and by
encounaging sivdents, tcachers, and community
mcmbers to work as partners in Iearning. Along
with the classroom teacher, a broad cross section of

significant others, mentors and role models in the

community; need to support and reinforce the

Icarning process: By emphasizing participation,
exploration, and cooperation, the school
commumty can makc Icaming challcﬂglng ind
with pmcucal work cxpcﬂcncc.,schools can greatly
increasc the opportunities for all youth to become
contributing members of their communities.

The successful use of structured educational

work cxperiences for many youngsters alienated

from traditional school settings illustrates this point.
A common fc:uurc of an exemplary work

cxpcnmcc progr.zm isa cnnng. available adult

supervisor who provides instruction, guidance, and
informal counseling to individual youths. Studems
ofien becotie attached to these adult role models,
out of respect for experience and accomplishn ents
in 2 world the students find far more attractive. and
meaningful than the world of scheol.

Providing Law-Related Education
Law-Related Education (LRE;) is another curricular
reform that has demonstrated promise ig preventing
delinquency by ifostering social responsibility,
personal commiitment for the public good; and
effective participation in the social order. The

Office of Education (1979) defined IRE as *‘those

orgarized lcarning experiences that provide
students and educators with opportunities to
develop the knowledge and understanding, skills,
attitudes; and appreciations necessary to respond
effectively to the law and legal issues in our
complex and chzr.ging socicty

and matetials share certain common learning
objectives including:

® Developing legal survival skills and lmpming
practical legal information;

Improving thinking and decision-making
skills; and

* Enhancing students’ understanding of and

commitment to justice.

The emphasis is not on memorizing and
regurgitating facts but rather on prescriptive
questioning. In addition to acquiring practical
information and skills, students participate ina
continulng inquiry into what laws and public
policies are and what they should be. Students must
participate actively in exploring the various sides of

controversial issues. Using role-playing exercises,

simulated negotiations, mock trials, mock legislative

assemblies, and various community-based

internships, LRE programs provide students with the
opportiinity te practice, develop. and refine the
skills and knowiedge for productive citizenship.

This experiential leaming can encourage and
prepare them to take an active and responsible fole

in the governing affairs of their communities.

Evaluation =* the Department of Education’s

and the National Institute of Juvenile Justice and

Delinquency Prevention’s law-related education

programs indicates that LRE can affect factors
directly related to delinguency and can perform a
preventive function (Hunter and Turner, 1981).
Evaluators found that LRE can reduce delinquericy
under certain conditions, for instance, when;
® The school administrator participates in the
instructional process;

TOWARD BETTER AND SAFER SCHOOLS



There is a structure created to provide
professional peer support for the LRE
teacher;

Community members and law students are
adequatcly prepared prior to instructing LRE
classes;

¢ Teaching stmcgncs foster triie interaction and

“If we bave learned anytbing over tbe years it

is that it is almost impossible to impose

standards. All groups that are going to be
affected by the standards must ‘buy into
them.”
California School Board Association
Task Force Report on Student Violence and

cooperation among students; such as occurs
with team learning and cooperative learning
techniques;
e Students receive a sufficient quanmy of
instruction, gencrally 2 minimum of one
~ semester; and B S
¢ Presentations of casc matcrials are judiciously
selected.
~Many school districts have effectively integrated
LRE into their curricula. The process requires little
additional equipment; rescheduling of classes; or
general i'ébig:iiiiiihbii 6f curricula. An impomnt

could cause more harm th:m 200d, to teach

constitutional principles of due process and
freedom of expression in schools with rigid,
authoritarian, and repressive rule-making and
enforcement structures. By integrating LRE into the
ediicational process; schools can enable youthi to
become contributing members of their schools and
their communities. (See Part I for more informatior:

about strategies involving LRE:)

“School wouldn’t He st bad if you got time off for

good bebavior.”

Q "ARD BETTER AND SAFER SCHOOLS

Vandalism (1980)

éﬁéﬁiiﬁiiiﬁg ﬁespénses of School,

Consistcncy m parcnts and teackiers’ educational
expectations; communications; and problem-solving
behavior can enhance students’ academic
achievement and commitment to the educational

system: Schools and families can increase the

consistency with which they respond to young

people by promoting:
. Homc—bascd reinforcement of school

Community centers in the schools that
provide classes for all residents and
opportunitics for community members and

parents to become actively involved in the

schools; and

Links between schools and commumty
organizations and businesses through
programs, such as the Adopt-A-School

Partnership, and through parent and

community participation in school councils.

Effective Seﬁeahng

Many of the strategies for preventing dclinqucncy
overiap with principles of effective schooling. The
late Ronald Edmonds; onc of its most well-krown
proponents, told 2 1980 mee«ing of school leaders
in Washingeon, D.C.:

*“All children are educable, and the degree to
which their educability is realized is primarily
determined by the characteristics of the school to
which Sty go. The school is powerful to deliver
basic instruction to children. Regardless of how the
family behaves; it is incumbent on the school; as an
institution; to get the basic job done.”

In his studies, Edmonds (1979) determined that

schools are effective when these characteristics are
present:
» Strong instructional leadership;
s High expectations for achicvement for all
students;
* An orderly and positive climate supporting
mrm’ ’ng” .

Ty
st

33



*;ASK ANYTHINéf ]*
, THIS lSARECORDlN ;

Carefully developed curricula zppropriate to

studenit needs; and
Regular monitoring of student academic

progress.
instriuctional Leadership

strong leadership requires effective communication
between schoo! leaders and teachers, resulting in
instruction based on knowledge about how chiidren
learn and about what conditions enhance learning.
Rescarchers suggest school Icaders need to improve

the organization and distribution of school

resources (Weber, 1971), to emphasize achicvement,

and to evaluate basic instructional objectives
(Brookover and Lezotte, 1979). Leaders of cffective

schools generally are able to communicate 2 clear
sensc of purpose or mission.

The degree to which cxpccm:ons for student
achicvement arc met depends on the way
administrators and teachers commuricate with

students. Studics of student attitudes toward
learning coanfirm that those who are most successful
in completing their schoolwork are those who feel

that the school gives them opportunitics to succeed
{Brookover, 1979; Rutter, et al., 1979).
School leaders, teachers, and support staff have
ccssfnllycncoumgcdaaduniczchrvtmcntby

Developing beliefs that all students can

master basic learming objectives;
. Estibhshmgdarmdhxghapccaﬁonsof
ediicational achicvement: and
¢ Requiring every student to improve,
regardicss of previous low levels of academic
perforuance.
34 42

“Schools with pmmvv climates are

peopb-ccnmd Toe rules, procedunt.

policies, and regulations of such scbools serve

buman needs. Conversely, scbools with

negative climaics are characterized as being

mnmronm ratber than

institution-centered scbools is basically to tell

people what to do.”
Eugene Howard

€olorado Department of Education

Orderly And Positive Climate
A safe and comfortable environment is csscmlal if

students are to perceive high expectations accurately

and comc to slm them. In promoting schoolwide
change, in nt efforts that focus on
systematically involving the entire school
community and, indeed, the community at large,
help create suchb a climate. As Purkey and Smith
(19862) point out; this broad-based model for change

“assumes that consensus among the staff of 2 school
is more powerful than overt centrof, without

ignoﬁng the need for leadership. !ndced, consensus

consensus mund Spedﬂcd norms and gozls

becomes the focus of any school improvemens

Students must feel that scbools give them
obbovinniiies o smccee:

o



ON NOT KEEPING STILL
~Early adolescence is an age for laxing and for

blazing. Students swant to be able to relax a
body wbich iz suddenly not under their

___control, to try it out in wbat seems 0 us

awkward positions but which 1o tbem express

and so mollify {13 awhwardness. Desks are

particularly unzuited to them: tbey like to be

on floors; at tables or in quirky cubby-boles.
They also need, need urgenily, acmvcpﬁslcai
movement, ]or lﬁlr Wﬁs’ )EY¢C

restless. mwwumwmmua

in a classroom, they need 10 tachle vesistant

materials in sbop, the) also need practice in
coonmumu pbyufd movement, so that

their wills.”

Chzdty James

Middle School ‘ﬁsi Force )

National Association of lndtpctxdcnt
Stha)ls (1975)

Appropriate Curricula

Carefully developed curricula appropriate to student
needs require knowledge about what students
actually need to iearn. All the major national
rommissions and study panels investigating the
guality of the nation's schools emphasize the need

for critical thinking skills. Edmonds noted the

importance of socialization, creativity, and
Independent thinking—that is, tnking the student
to his fullest intellectual potential.”

~ Edmonds observed that schools generally cither
have no articulated focus or mission; or they have
one that is poorty communicated. But to be
effective; schools need to organize curricula to
tnable stucients to function productively within

their goals and expectations.

“When my parents see this thing there’s
“&id at risk"."”

Monltorlng

Reguilar monitoring of studefit acadeimic Progress
requires more than careful record-keeping; a tedious
responsibility in itself. It also requires the
comparison of records with expectatioas. Given the
many demands upon teachers, schoolwide staff

commitment to this characteristic typically requires

considerable planning, since the allocation of time
is the most critical priority of any institution.
~ Momitoring also enmails giving students
immedizte feedback on performance and adjusting
instruction to a pace that is both challenging and
productive—neither too comfortable nor t00
rating. Motivation increases when the students
believe that the school staff is committed to helping
them make academic progress.

Evaluaﬁng Effective Schooﬁng

Theory, common sense, research projects, surveys,
and case studics have gencrated excitement about

ﬂlcpossmmtyofmsuﬁngtﬁdlschookﬁc
for all students. m:sarchtmdisiaxs.hcwever.m

tentative and suggest cautions optimism rather than
cerainties about effective schooling. There are four
maiornmimibns”’ (1) research has focused primarily
ntary schools; (2) there are few
lbii’gimdhalsmdi?s (Sidmmaggncmcdnthc
school level; blurring information about specific
subgroups of students; and (4) criteria of school

cffectivencss and school success fias been subjective
(Purkey and Smith, 1982). (An effective school

serving low-income and minority stxdents was not
heid o the same standard 2s one serving
middle-class suburban students. )
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The Delinquency Prevention Research and

Dc\clopmrm Project (()JJDP School Enhancement

Project, 1983) avoided these limiationsby
conducting rescarch at all levels of schooling during
a period of three years. The research focused on
specific subgroups; as well as on large groups of
students; and targeted schools employing rigorous

experimental controls: (Scc Part 1l for many of the

promising strategics developed through the OJJDP
project.)

__ Itis not posslblc to infer from the research on
effective schicoling that schools can improve
significantly simply by replicating the suggested
characteristics. Who wotld challenge the claim that
an cffective school must have a carefully developed

curriculum appropriate to the needs of studemts? Or

an orderly and positive climate that supports

learning? Nevertheless, many schools lack such

curricula and have not developed climates that are

both orderly and positive. When combined with

knowi/ledge about orgzmzzuonil change and insights
from the considerable studies of school reform in
the 1960s and 1970s; rescarch data strongly suggest
that systematic school improvement is feasible

(Purkey and Smith, 1982).

Local District Programs

Urban school districts around the country are
beginning to use characteristics identified in
school cffectiveness studies to design and
implement school improvement programs. All of
them adapt the recommended approaches to meet
local necds. Some school districts invite schools to

participate voluntarily, while others require
participation. Some school leaders initiate school
improveient cfforts, while outsiders start other

programs, (See Part Il for examples of such
prograsis.)

State-Administered Programs

Several state departments of education have

encouraged school improvement programs. They
have used films, presentations, newsletters,
confercrices; and related methods to inform school
officials about school improvement. States have

funded school improvement programs, conducted

training, and provided continuing technical

assistance to school leaders upon request. The
Colorado Department of Education has been 2
leader in such cfforts.

_ The Connecticut Department of Education
administers a formal program. Its staff began by

monitoring school improvement programs in New

“Not enougb can ﬁ said abou?}bfg mﬂn of

_ the Scbool Improvement Profect to my
teaching. .

York City to learn how such programs are

. This program bas provided me

auopportunnyasauumteacbertom

creative techniques and materials. It bas
belped me lo enric’b my lessons using
8 ches. 1 sense ﬁims.

ccring. respect an?l btgb expectations. The

‘team concept bas belped me to avold doing

Jor students wbat sbey can do for themselves
in groups.”
Helen Bomomly. l:mcﬂoml Ueader

McCQlidre Middle School

School Improvement

Three types of school improvement prograrms
ctirrently use research about effective schoots as a

baszsfororpmnnomlchiﬁg’c:
e Programs organized and administered within

schools and schoo! districes;

] ngﬂmszdmxmstcmdbysmeedncznon

agencies, which provide incentives and
technical assisance to local schools and
districts; and
ngmmsofmrch.dcvcbpmcm,md
ally located in 2

“H&Ma[axlmmasamuda
teacher. Note, if yoss conld ease ul on those
bomework assigmments. . .

TOWARD BETTER AND SAFER SCHOOLS
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implemented and cvaluated. The School ]
Improvement Office now offcrs a varicty p’f services

to Gonnccticrit 'school diszicts that want to

designing a program, a dxstrict may rcqucst
nechinical assistance, including use of state pcrsonncl
0 conduc<t a2 needs assessment, or to teach school
leaders; teachers, and staff the fundamentals of
800d program design and implementation.
Unlvcrsity-Based Programs

Some universities are also offering technical
assistance and information sefvices to help local
schools design and implement programs. Kent State
University (Ohio); for example; assists districts in

conducting descgregation programs. Michigan State

University and the University of Michigan have

assisted more than 100 principals, teachers, and
central administrators from the state’s 21 largest
school districts in the design of local improvemetit -
programs that reflect findings from research on

effective schools.

Characteristics of Schools
with Positive Discipline

In 1979, the Phi Delta Kappa Commission on
Discipline investigated 19 schools with exemplary

disciplinary policies and practices: The intent was

to assist schools in understanding what can be done

to improve student conduct and school climate. The
study concluded that exemplary schools:

¢ Exhibit strong leadership by the principal;

e lnvolve faculty and studenss in

problem solving;
¢ View the schiool as a place to expericrice
SUCcess;

¢ Focus on causes rather than symptoms of
problems; znd
Emphasize positive behavior and preventive

The effectiveness of school discipline dcpcnds
largely on the school leadership. The principal is
particularly crucial because he or she is the one to
whom teachers look for support and direction

ing disciplinary problems:

Thcpnnapzismtpic!pxbdulappa&udy 7
exhibited 2 “tender strength,” which enabled them
to influence staff and students and make their
posnmnsdurwnhomwngwmonc
school, the principal et with each member of the
ﬁmkyiﬁdiﬁﬂ'andiﬁhndwhnhcorshcmﬁi’gm
neufcd, ,Hc mﬁxscdtogctmvcﬂvcdm .

QO WARD BETTER AND SAFER SCHOOLS

. and besides tbefacilty mﬂng; pﬂnd[nd'h

me@unx; six requests for educational conferences,

tbe overview on buildings and grounds—bere are

qﬁeﬁiﬁi ilndérgaricn at Neil Armstrong
School.”

leadership began subtly, listening for direction from
the collective body, working behind the scenes to
create alliances and carcfully; but willingly,
dcelegating responsibility to others.™ The principal’s

leadership style prompted one f &cuitj member to
c - 1 can feel his

comment “He is the best listener. :

N Studcnuzlsontedmumtlﬁtmmmk
care about individual growth and development.
They need to know that piincipals, as well as other
admimsmtors.wxﬂpaymmnontoansmdmn not
only to those who break the rules. more
importantly; students need to feel that these adults
care about student safety and security and are doing

cverything possible tc make schools safe:
Involvement o 7
Involving faculty members and students in
groblansolwngfostcrsaposmveschooldm
Cooperation helps teachers and admin
understand student concerns and develop
meaningful ways to involve students in school

ladcrstixp Everyone in school shouid have the

) Joimpmblunsolvmgisnﬂsugﬁnin o
¢oveloping student codes of condiict. At one high
mpam mchas Studtnts zndich’o’d
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i lnvolvlng students in the planning of
disciplinary standards and practices cnhances their
understanding of the policy-mzking process as well
as encourages them to take responsibility for an
orderly environment. Studeats dcvclop close ties
with schoot officials; teachers; and support staff and

tend to take a more active role in preventing

disciplinary problems within the school: As one

school in the Phi Delta Kappa Commission study

feports, this type of cooperative involvement soived
a graffiti problem. With an art teacher's guidance,
students painted murals on the walls of the school
halls to discourage defacement. As other schools
have found; student-made ncurals are almost never
violated. The project not only beautified the

school—it enhanced student pride.

Success 7 ] 7 )
The sensc of success that students, tcachers; and

school officials derive from working togcthct can

and should be a fundamental component of schiool

life. Teackers and students need success to function
cffectively.

Schouls that offer opportunities for all students
to experience academic success tend to have fewer
disciplinary problems. Many schools have provided
such opportunities by emphasizing competence and
scif-discipline in 2 number of ext ular, as well

as academic areas. This approach helps clementary

school students develop skills that prepare them to
succeed at more advanced levels. Some schools have
found that training students in communication
skills, community developmcnz, goal setting,
interpersonal cooperatioty; problem solving, and
decision making fosters student leadership. Ptriodlc

“Wbhen a person Iu;]m o]Arcim teils

@ man be is brave, be belicves It; and
bdl’cvingamugb-lnfact Iobelﬁme

ymiﬁégflstobemat-tbem 4

student sarcastn may be the result of frustration;

m:mmﬁlwmﬁ:ﬁmf

v

““The greatest iribute a stud?ml can gn*cr wee

atﬁcomﬂélro’iiqfammﬁWxnuw‘l

did not aeed you in order to earn the grade 1

g§O1.’ For those who kave this experiencs, the
albatross of d

, and cornspon‘lngiy

“Wb as insirsctors bave total rupoutlumy

Jor tbe results produced in our edusational

domain. We must constantly be willing to
creats a context that produces empowered
:mn.ﬁlbwmwinﬂi’oﬁr

_ themseives. Mdour:m

Folnr ]‘or Wﬂug the quality of the mum,

Untiversity of Utah

A PARENT REFLECTS -

“It’s a strange thing. There’s 5o many different
ways that a child can be disciplined. The worst
child can be disciplined. 1t depends on how a

pcrsongoaaboutuvhmtodisd;mncthzt
child: I have . 2 lot of kids, and
alotofbig.b:diiliows . and you could

lookathcmzndtcﬂthcywcrebad But I

would push those fellows, and the things that |
would say, there wasn't 2 onc disobeyed what
1said”

Mss. Mullen described her concept of an

cffective uran school, one that would prevent

the alicnation and delinquent behavior that she
had seen:
“iwouldwzmwlﬂlngandacﬁvcmcbus
who would try to understand how they live
and grow. 1 would like to have it so that the

parents woukd be free to make suggestions

about things that they think the children

should have that we hadn't thooght of. We

mmpmmmsmmééf
things.

“‘i&ii‘i remember that we foeet with 00
teachers. - . . We just go and ik about their
gudts:ndthmgs.ithinkwcshouldhzve
special time, special day set aside with af the

teachers and paremts and the principal and

everybody to get topether, and not only
discuss one Aiild, but discuss education as 2

whole.”
(Rosemthal, 1976)
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Teacbers and school leaders i scbools wiib

Posit?- e disciplinary practices seek out the
underilying causes of student misbebavior.

Whitever the prdblems. teachers ind school
leaders in schools with positive disciplinary
practices seck out the underiying causes of student

misbehavicz. At the same time, they attempt to

promote activitics and learning experiences to

prevent or reduce problems. For example, if leaders

determine that extensive vandatism in 2 schoc 5

linked to 2 lack of student involvement, they iay
adopt procedures to clarify rules and the
consequences for violating them. Or if student
disrespect fortachcrssmﬁomtbepcrspecﬁvc
that teachers are more concerned about
self-prescrvation than about tbcnccdsofmiiaaiis

schoolsmysmfzcultydcvclcpmcmmdmorc

badcrsmschoolswithgoo&disdphncm

careful not to categorize behavior problems

simplistically as resulting from racial, cultural, or
peer group factors. Instead, they seeck ways to create
a school climare that affords teachers, staff, school
administrators, and students opportunities to work
togcthcrtokfmnfymdmolvctbcamcsof

Schools with good discipline make every effort to

encourage and reward positive behaviors. Rules and
mccdummdcaﬂymmmmmd,undﬁm

to communicate with difficult students: Some of the
techniques nsed in the stndy included comfomng

conceriing theic behavior. Researchers also found
that successful teachers used punishment less and
provided more support and encouragement than
less skilled teachers.

The highest rated teachers encouraged a wide

range of activitics to enhance the scif-perceptions of

students, such as special awards, honor days,

positive messages to parents, and recognition of
students for individual and collective
accomplishments. In the classfoom, these teachers
used verbal praise and other positive reinforcement
strategics to help students maintain a positive image
of themselves. One school in Washington State

reported sending notes home to parents entitled

“Your Child was Sent to the Principal Today” as a

means of describing 2 student's good behavior in
school. These measures, which promote positive
behavior, are critical in preventing misbehavior and
delinquency.

GOOD SCHOUGLS FUNCTION BETTER
THAN BAD SCHOOLS
About four of every five disruptive incidents
may be traceable to some disfunction in the
way we run schools, trzin staff members, or
organize schools: Relicving those disfunctions

is essential to creating well disciplined schools

andmehmxmsponsiblchchnﬁorzmongboth

Mymmmwmlsm
regard to cigiR orpanizational factors: B

© They teach people in the school to
work together to solve preblems.

® They spread decision-making authority
and reduce status differences amoog
both staff and students.

. mcyﬁndwaystomzhzngudmu feel
they belong in school and that it is
theirs.

OThOiighnaxclyingwElyn;mnncs

1ary procedures for order,
m’cydb&vcbpmluandpmm””’ Ires
for promoting sclf-discipline.

® They improve curricuium and
instruction in order to reach, interest
ixiddnlﬁ:ngemmrcit:idénﬁ

zﬂmmﬂmwm

é
jit
5
5
iy
H
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Different Schools

There is no single best approach to reducing or

preverting school crime—no remedy that applies to

every situation. But researchers are continuing to
sort through the experiences of schools to identify
dynamic strategies.

_In April 1983, staff at the Socis) Action
Resedrch Center in Nacisio; California; consolidated
several years of analysis, reflection; and syntheses of
data concerning the types of programs and

approaches that appeared to be most successful in

reducing crime and dlsruption in schools Thc
Center's report stresses that approaches to local
problem solving must consider the diversity of
schools, target populations, program options, and
strategies (Grant and Capell; 1983). .

The rescarchers studied the effect of the School
Team Approach; a method of mobilizing local
resources to address local problems, which was
dev l’k)pcd by the Mcohol ané Drug Abuse
Education Program (U.S. Department of Education),
and was adapted to address schoci crime and
disruption in 70 high schools, 71 middle schools,
and 32 clementary schools nationwidc overa
three-year period. (See Part Il for a description of
this strategy:)

The study makes scveral suggestions:

# Thc nced for order is basic. Without order,

no other posmvc changa are possxblc Teams

that concentrate on increasing school

security have been able to reduce classroom

disruption, attacks against teachers ard the
school, and theft. This approach doe: not
work in high schoois, iowever, where attacks
and disruption are less of a problerx.

THANK Yav

@ People are mmore likely to change by working
together on problems they consider to be

important than by being encouraged to feet

better about themselves, undcrsund

themsclves, or learm how to get along better
with czch other. lmpmvrd commumimibn
among adversary groups—joint problem-
solving rather than morale-building—
also is helptul.

® Active parent involvememt also helps to
reduce crime.

Chapeer 3 of this guide examinics the planiiing
of school-based. delinquency prevention and
expands upon the central conclusion of the work by
the Sociai Action Rescarch Center. In planning

programs to addzess school crime and prevent

delinquency, it is important to consider whether the

school is an elemenury school, 2 middie or junior
highnbool or a high schocl

¢ Elemcentary school students dcpcnd pnmz.nly

upon adults: Therefore, opportunitics to

strengthen relatioaships with adults build

attachments to the school environment.

Schools respond to efforts to invite parents’
participation in school affairs, including
d’c’cxs:biimzkmg.pamcuhrlymsnpoon of
ed security, discipline; and coasistent
and fit cnforcoment of rulcs.

oy,

S
NN
an

The Natioaal School Public Relations
Association, recommends that student codes
should contzin at least three seations:
¢ Student rights;
e Rules of conduct and sanictions for
violations; and
e Regulations for procicurai doe process
in natters involving suspension,
transfer, and expulsion.

Bttt ———




But researchers are mﬂuuiug to sort tbmnigb the

apeﬂenccofscbool:mmnmydmtc

* Middie school of junior high school students

display the stresses of rapid transition from

childhood to adulthood—stresses that
increased stimulation and oomplcxity may

SLUGEHINR 1O ssuime unfamiliar roles, such as
ifi human relations training, can be
counterproductive. On the other hand;
emphasis on school security, school wide
focus on problems of vandalism and drug

use, and active parental presence demonstrate
that members of the school community are
joining forces to cowtrol disorder.

Hign school students resist any effort 1o

*mmlbduvnocbutﬂwyrspoﬁto

the school, to participate in decisions about
the school itself, and to demonstrate that
they matter #o adults. High school students
generally benefit from and contribute to
cfforts to enhance commaunication among
factions in the schook
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CHAPTER 3

Planning for

Improvement:

Everybody’s Business

Once school officials, teachers, parents,
students, and comimunity members decide to make
a school bettier and safer, how do they translate
their commitment into action? In shifting from
pelicy to practice; this chapter describes the first
four steps of a six-step process that any school can
folow for improvement: choosing a focus for

change; assessing a school’s strengths and

weaknesses; scting goals and objectives; developing
an action plan; implementing stratcgics; and
evaluating programs. (Chapters 4 and S describe the
hﬂtwm)mmwﬁksm&
stis for Conx seeds ASSESENC

including brainstorining, holding formal dismss" ussions,
and using surveys; which schools can design
themsclves or obtain from numerous sources. The

&md&m@a&mpmw
of several needs assessment instruments, defines
goals and objectives, and explains the roles of the

sk forces and mapngement by objective in the
context of school improveraent.

posum:cﬁem ofwnnmﬂugﬁgug:gzmmgis
essential if changes are w0 be Lxsting and desirabic:
Schivol leaders o capuure the school
population’s ideilisin 20d coergy and use them to
improve academic performance and redoce

misbchavioe. To accomplish toaningfal change,

\RD BETTER AND SAFER SCHOOKS

EV#L VATING

|__IMPLEMENTING

TING GOALS
ASSESSING

__IDENTIFYINg

officials first need to examine what is really going
on in the school. Although no single set of
instructions for improvement applics to every
school, most schools will find these six steps

* Where do we want to go?
. Wiﬁﬂmmwmmgﬁmﬂﬂ
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~ In designing its program fof improvement, the
New York City Council on Local School

Development published a convincing rationale for
using comprehensive planning:

“We empbasize that each scbool iz unigue;
what works one place may wot work

eisewbere. We acknowledge that there are
obstacles to effective collaboration. One of tl

* Most problems arise from acting without
s Every hiour spent in effective planiing saves
three to four in execuiion and achicves better

Failing to plan means planaing to fail.
Pursuing planned objectives generally yiclds

more cffective results than leaving progress.
to chance.

Expecting the unexpected and planning for it

helps to avoid surprise.

Obtaining broad-based inivolvement in

devcloplng a plan ensures broad-based

. Awﬁttcnplmciubcufmd:ndfonmd a
phnthatcxistsonlyinthcmiﬁcmciws'

(NchorﬁCltyCoiin?ﬂoulmﬂm

Development; 1982).
Pl:mning for change can be complicated and
1 1g; but the benefits more than

compensate for the difficulties. The ¢

accommodates both short and long-range plm.

builds problem-solving skills, generates group

support for new directions, and builds in a

measurement system, which becomes the base for
continuing program deveiopment.

most obuvious lessons i that sound plannin]

15 never ending—ane rarely easy.”

N.Y. Local Schicol Development Proje

For some, she mere suggestion of change may

provoke resistance, which may surface as outright

opposition or as more subtle “hidden agendas.”

During the planning stage, school leaders can
overcome most opposition with information and
communication and by including potential
opponents in the planning process. A broad-based
planning group chould:
* Assess potential risks for various members of
the school organization;
* Examine possible program alternatives;
¢ Ascertain the nceds of the progeam's
hnplemmmbyworﬂngdlmcﬂywnhmem.
+ Plan for flexible use of das;
* Ensure appropriate data collection; ana
Fwnuhbackgromdhxfmmumfoctbosc
who will analyze and interpret the data.

In tnany cases, 2 commitiee representing
virious sectors of the school and local conmmunity,
lndudmglawenfomcmcmomdah m:mgestlz

commimebecombotharamm&mda .
ng group. It is aseful for a school

improvement committee to develop a charge

statement, listing all the tasks necessary for

inqrovhmﬂwcsdxoolscﬁmm Such tasks might

. eonducunsasmdyoi’theschooldknm
process
meemabers about what climate is; how it can

be assessed, and how it can be improved;
Developing a library of materials concerning
climate improvement, including descriptions
of promising techniques used in other
lc'iook‘

fins oeher sehools enpaged in
school-wide climate improvement programs;
* Planniog and cooducting information-sharing
sessiouns with parent, faculty, and student
- groups;
» Assessing the climare of the school and
m&cmhsdfmamw

1 do wot consider ‘vent, vedi, veci” a sarisfactory parents, staff, and stisdents;
wetbod of assessing stremyths and weakwesses"
\‘l " — = ”*"””‘*”’*”&77———77 [
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identifying from one to three climate

improvement projects to launch during the

coming school year;

Organizing a task force to plzn and

implement each project; and assisting cach

task force in planning its work;

. Coordmatmg the work of ieach task force.
and

* Keeping pareras, faculty, and students
informed of (/e progress of the commiittee
and its task forces.

(How:rd l980)

Onccthesthoolunpmvcmcmcommmccis
cstablished, it must decide where to concentrate its

encrgics and artention: The first stage of this

handbook’s six-point plan can belp to shape any

schooimprovmmpmpcu

‘l‘lmmmznyiﬂxmsmdnngc Choosing 3
focus for change is an explocatory process that
begins with informal appraisal. Often a crisis, such
aszdnsncmcrnscmtbesmpcnsnonmcorm
lained drop in test scores; determines the
d:rccnono?clnngc In some schools; time or
moncy determines the choice: In others, the catalyst

may be 2 desire to initiaie new programs: The

six-step process this chapter describes can work for
any school, whaiever its circumseances.

O WARD BETTER AND SAFER SCHOOLS

_ Although changes are usually Implemented at
the local level, the impetus and focus can come
from the national, state, district; ot local level: In

the case of school safety, at the national level, the

President and commissions appointed (o assess Lic
quality of education have identified the nced for
change. At the state licvcl the Delaware, Colorado;
and Connecticut dej ients of education have
taken the lead in dcslgmng programs; developing
assessment instruments; and providing technical

assistance to individual schools. At the district level,

districts participating in the New York School |

Development Project and the Clmlesmn, SU
Carolina, PATHE project, developed prograr
adapted to the needs of selected pamcipalng
schools. At the local level, in La Playa de Ponce,
Puerto Rico, 2 community organization initiated the
Otro Camino Project in cooperation with a school.
In Scattle; a single high school conceived and
implemented 2 major project. The focus of =il these

projects is on improved lcarning and behavior.
____The focus provides a starting poimt for planning
change: TthewYcrklﬂcalSchochvdobﬁcm
Project limited the school im

administrative style, basicsl’:msmstmcﬁoii ii:h?iol

climate, oontinumgasscssmcmofpupil

chase thmmforamsofcmtbroiagham
AS5CSUNCNT PrOCess.
The Delaware Goal-Directed and

Performance-Based lnstruction Program has given

schook ~ider options, allowing each school o

identify its choices throughout a state-munitoced
process. Many schools choose to fokiis on
hnpmﬁagmcaspeaofsdxoﬂdmbym
towaxd more people-centered belicfs, value systems,
ures, rules, regulations; and policics. Other
&hﬁokconocnmonimpmlngcurﬂculum -




“In mvost schools wlhere significant progress
bas been Wiade. a climale-improvement
cummitiee bas becer) formed. ﬁl;iji"oii]{ is not
N advisory group which . | . will study an

_isswe and then think up {binxs Jor other
prople to do. Tbis is a woriing group whick;
together with the principal, svill plan and

coordinale the climate-improvement aciivities

in the school.”

Eugcnc Hownfd
Colorado Departiment of Educztion

Strengths and Wéaknesses

Depending on the preliminary focus, a needs

assessment can be general or very specificin
determining both what is working well in a school
and what niceds improving. Comprehensive
assessmnents are time-consuming and can produce 2
flood of information. Keeping the focus in mind can
help prevent planners from drowning in
voluminous, irrclevant information. The more
specific the assessment, the greater the necessity for

carcful planning.

Data collection is an accepted feature of school

lifc. Most school systems already gather information
about grades, absenteeism, and test scores. Close
scritiny of data often yields valuable clues about
trends or problems in the schools. Five-year charts
on grades of absentce rates, for example, provide a
gontext for measuring 2 school’s effectiveness.

A clear understanding of existing problems and

relevant information enhances the design of 2

formal nceds assessment. A school that decides o

rrduccnsdropoutmhzs:hudymzdc:

11y needs assessmienit. Thie next step is to

conccmmcunmcczasc‘sa‘th“*chkm. oo &t

anidalisth, 2 school board mest formally
m as the problem,; sciect test school

sm,mddmgnasumbxcmstmmemforgaﬂndng

information about the problem. In Connecticut,

equityssucswucofm:iorcoman;sothcmcﬁs

cboﬁccofmoisdcpmdsonspccﬁcpmposcs ¥

rescarch or comparison to schools across the

conntry is of prime concern, then standardized tests

dre the only choice. If natiomal porms are irrefevan,

tbcdo-u-yonrsdfmod’dis:nmcﬁvc@uon.m
e i ishied 2SSCSSTEnTS. DIe-IEst

84

Actuaﬂj; 1 don’t use pby:lcai punisbment

anymore. Now, 1 sentence you to an eternity on a

needs assessment committee.”

instruments exist in scveral forms. Many of these
instruments can be adapted to individual school
needs. Although most concentrate on several aspects
of school clinxate, including instructional issues,
some focus only oa curriculum.

Muast of the availablé instruments hate scparate
forms for students and staff. Some hzve separate
forms for principal, teachers; parents, and

community members. Some tools are designed for
cizmentary schiools, and otkers for secondary
schicols. Sotne come in 2 battery of separate tests,
andothusinsecﬂonsofashgkinstmmcnt.mm
tools other than standardized tests; schools may
choose which parts and subtests to use and which

audicnccstosnrvcyindc:crminmgwbichtonlto

use, crucial decisions include: the specific purposes

of the assessments; who is to pariicipate; and who
is to use the information once it Is gathered.
Although it is tempting to gather all the information
possible, much of it may be extrancous. At the same
tine, restricting data collection it an early stage
may preciude vaiuable insights.

Many existing instruments produce a sharp

pictare of schood climate. For schools with unique

characteristics, such as predominantly rural or

industrial populations or unusual mixes of races or
tatiomalities, however, these wests mighe be Iess
useful than individually-designed instruments.
Sthooldzmztcsnrvcys””gmcuﬂy””” y solicit the
following &
* Views concerning the school’s
devision-making processes;

TOWARD RETTER AND SAFER SCHOOLS




Well-defined problems amenable to solutions

based dmfctly on the results of the needs

A desire to solve pmbléms without the

scrutiny of peeple who have no personal
sukc in the school or dxsmct and

¢ A desire t0 consider commumty interests.

A do-it-yourself needs assessmemnt guarantees
flexibility and options, allowing the planning
commiittee to combine techniquies, to modify ,thciii,
along the way,; and to use both informal and formal
mecthods. Obwously. conducting an in-house nceds
assessment may mean foregoing the advice of

outside experts or other practitionces, unless moncey

is available for hiring consulants:

Brainstorming, discussion groups, and surveys
can be uscful in structuring the asscssmient.
Bnunstormmg cncourngcs pcoplc to gcncmc idcas

—

Although bmmstormmg scss:ons are mfomul they

S N need careful structuring to produce usabie ideas.
¢ Opinions about opportunities for studerit
participation in school governance and in
extracurricular activities;

i Pcrccpuons rcg:rdmg thc conslstcncy.
fairness, and clarity of school rules;

Assessment of communication channels

among students, tcachers, parents,

administrators, and district and community
officials;

Perceptions concerning school safety;
Responses to social interactions, includmg
gangs and cliques;

Feclings about grading policies; and
Evaluations of school morale:

&

Doing It Yoursclf

Dcsngnmg in in-housé needs assessment often
requircs 2 major commitment of time and moncy.
School officials usually decide to take this step

because they hope eventually to save moncy, ¢

because they belicve that no existing instrument
would serve their intended purpose.

School improvement committees that design
their own instruments have several characteristics in
common:

e Ready access to data (student-attendance

rates, grade-point averages, and
tblltgtiititﬁdiﬁtt p?’r’ci:iitig’ci) thii iit

* Access to staff or expertise capable not qnly

of compiling data, but also of analyzing it in “It's only an In-kouse nieeds assessiment.
a meﬂﬂlﬂgﬁll and comprchcnsive way; What bave you got 10 bider”
RD BETTER AND SAFER SCHOOLS ™ _
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brainstorming session.”

IN-HOUSE NEEDS ASSESSMENT BRAINSTORMING
Advantages PROPOSED  To set the proper stage for
May be tailored {0 special cifcumstances - GOALS: complete participation by
\l;u be used to pmﬂdt bsclmc d:ln for S‘M'@'W and
comparison with furure assessmerts: communuw ¥ iuffadcdmmd's and
May be used to conduct a brief asscssment of 1o e
schoot strengths and weaknessess. direct its thinking about school
May fosicr a shared understanding of sctiool problems;
nceds by involving various members of the To encourage as many ideas or
school organization. soliitions as possible, saving
e cvaluation and criticism for
i b i s oo by e aer; 20
av izsed use desi c
mntimately involved with the scho?;!imy‘j To enhance the commiment (o
o proposed sotutions:
May lend itsclf to impressionistic interpretation. GROUP SIZE: Eight to 15 participants. Large
May be based on limited input. groups may brezk into smaller
May tend to provide no basis for comparison EIoups SO EVEryonc may
over time. participate.
May tke time from saaff and teachers who MATERIALS  Butcher paper (the size
have other responsibilitics. NEEDED: depends on the exercise), chalk
Usually requires skill or expertise in board, or flip C!‘i“fﬂwd
instrument design, tabulation; and statistical ideas; and felt tip pens,
inrpreation: smarkers, or chalk:
May require revision over time. PROCEDURE: Sclect 2 problem and smtc it
May use an untested approach that has timited clearly. Usc 2 samplc problem
validity. to introduce the idea:
May be subject to criticism as being Select somconc to record the
“self-serving” “biascd." and “hiding the true idcas.
»prob!cm Explam ihc rules:
brainstorming means
— genierating ideas as quickly as
possible; cven outlandish ideas
arc encouraged because they
may spark uscful idcas within
the group ; no cvaluating
occurs during the
brainstorming session:
BENEFITS: Brzinstorming Is a low-risk
excreise;
It focuses on ideas, not on the
ifciiﬁli: biiﬁiiibiiilﬁg them.
It provides a framework in
which to consider 2 wide
variety.of problems, 7solqtiom.
and tasks. The resulting ideas
can be helpful for selecting
school prioritics at any time.
Bmlnstorming cricourages
many people to contribute
idcas and suggestions that
might not come up othcrwise.
(sv.pte¥) from Prince, 1973).
“Well, it bappened when I threw out an idea at a

TOWARD BETTER AND SAFER SCHOOLS
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Bnmstormmg can tnggcr chiin reactions of
creative thinking. Participants focus on only one or

two topics at a time and postpone any discussion or

analysis until after the session ends. A trained leader

ktcpstbcgmupfocuscdonitsnskmdmcoungcs
everyone (o participate. Ideas recorded during the
session can be the basis for further discussion,
problem-solving, and review. Brainstorming is also
useful for organizing and ranking needs and for
developing solutions.

Like brainstorming scssions, formal group

discussions help develop information about 2

school's weaknesses and strengths. Discussion

groups arc ideal forums for encouraging members of
the schwl organization md the community at lzrgc
to m thcu views As with bnlnstoumng, fdﬁiizl

focus. Butcher papet, ﬂ|p charts, and chalk boards,
as well as tape recorders,; are helpful for recording
the discussion. Like other assessment techniques;
formal discussion groups have dcfinite advantages
and disadvantages.

Scoutlng the Nceds: Snrvcys ”””””

Planning committees may develop surveys
independently, or as follow-ups to brainstorming

scssions or group discussions. If, for eamplc, the

suspension rate increascs suddenly or the studemnt
council lacks support, 2 simple questionnaire can
find out why A generally poor school dlimare
probably requires a2 full-scale exploration of
problems and attitudes. The usual purpose of
surveys is to collect enough information for setting
goals 2ad objectives and choosing strateg”=s. No
matter who designs the survey, it should be

pre-tested on 2 sample group and revise if
necessary.

The questionmaire for 2 do-it-yourself survey
requires careful planning, because the way a
question is worded and asked can significantly
influence the response (Fope, 1981). A
qucstionnaire must:

¢ Transtate the general topics into specific

quationsthzuhcxts’pbﬁlcmcmmwcr

* Motivate the respondent to cooperate and

give thoughtful replies; and
¢ Producc valid, reliable responses: and
information:
~_ There are pluses and minuses to using surveys.
Mthoughsurvcyscznbcasbtoadoramow as
nccessary and can reach 2 representative portion of
the target population; they require substantial

development and analysis. Interviews and analysis

may necessitate hiring additionai saff.

DISCUSSION GROUPS
Advantages
Can be quick and cheap.
Allow diverse, and often ncglcctcd vic'wpolms
to be heard.
Can provoke thoughts and action about needs.
Can help identify pcople interesicd in working

on specific problems:
Disadvantages
Not always possible to let everyone who
wishes to speak do so.
Viéwpoinis of pm;&it wim canno or will not

May become cmotioml shoutms meatches that

generate little usable information:
{Sundlee and Stapp, 1979)

O VARD BETTER AND SAFER SCHOOLS
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A survey is only reliable if those answering

questions are truthful. If the survey identifies
respondents or asks them about their own
misbehavior or tendency to break school rules,
reliability may be a problem. Although 2 margin of
error is usually considered in interpreting results;
planning can minimize bias and esror.

School improvement committees should follow

scveral steps in designing, conducting; and
analyzing a survey:

1. chcribcthcgoalsznddb;cawcsofthc
Develop 12 list of desired information: Use
specific questions, phrases, or key words,
such as “likes™ or “dislikes.” This list will
form the basis for developing questions.
Donolb)pa:slt.'rhoscwhowﬂtcthc
questionnaire need to u d precisely
what information they are secking.

2. Definic the targeted populations mrcﬁxily

SURVEYS

Advantages
Maiy avoid questionable assumptions by
collecting dau directly from targeted
populations.
Can cstimate rclizbnhty of data and compare it
with other information. using existing
statistical techniques.
Can be developed and conducted by trained
researchers usually employed by school
systems.
May be conducted inexpensively if school or
district his efficient copying equipment, staff
to tabulxic survey results, and expertise to
iﬁil§ ii: fiii’dii‘iki

Disadvantages
Can be expensive if large sample is tabulated
manuzally, or if computer tabulation must be
purchased:
Can be timc-comuming
May be difficult to obtain an adequate sample.
May result in questionable self-report data.
Cannot compare results without previous,
compmblc data.
Accuricy cannot be cnsurtd wlthout going to
another soiurce to verlfy findings.
Requires expertise for tabulation and
interpretation:

Lo 3]

3 Devel Gp ’cmcnz”" ria for and use common

(v

yp: 99:.\1\

szmphng mchmqua such as:

—Sclect respondents completely at random
from 2 listing of the universe of names.
Convenience sampling

—Seiect respondents by intervicwer
Judgment sampling
—Sdcctecrczinmpondcmsaccom!mgw

lhztamlknownorbc!icvcdtoziﬁcuhc
_subject of the research.

. Select the sample.
. Develop a da-collection methodology

(mail, personal interviews, tclephone

interviews).
The method affects how, and in what
order, to ask questions and determines
what format the questionnaire should
_follow.

Develop the instrument.
Write questions.
Have a survey researcher who 1s not
directly involved with the study review
and critique the draft.
Revise the draft.

Schedule data collection.

Collect the dat.

Reduce the daa by:

F.diting thc qucsuonmurc
Establishing 2 coding system; and

Coding, tabulating, and displaying data.

VEDIT

vE0DE SYsTem
vODE DATA
VTABULAT E

1
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10. Analyze the dita.
The fint mzlrm step involves tabulating the
results. Sometzmes the results are obvious.

Atother umcs con-rph:x relationships

require analysis by statistics experts or
sophisticated; computer-based technoiogy:
With careful incight and caution, schoot
!adcrs may be able to anaiyze their own

rosults.

(Adapicd from Sundice and Sapp, 1979).
Conducting Needs
Assessment with Outside
Help

Where the do-it-vourself approach is not feasible,
schools can use in existing needs assessment
instrument or hire experts to assist in designing
surveys and questionnaires. Most school districts,
especially small oncs, need help to conduct a

thorough needs assessment. Cutting corners in
asscssing needs is unwise, (Sce resources in Past M1
for further guidance.)

‘While all the instrumenits listed in the following
section have been widely tested and used, some are
adapuble to individual schools or systems; and
others have beer. standardized to produce
established norms: Some can be used by folowing

“Ob, be's adapiable; but 1 fust wish we could

standardize bim.”

KD BUTTLR AND SAFER SCHOOLS

[Kc

wll Toxt Provided by ERIC

require more exicnsive leddership triining and
consultant help. Results of some may be analyzed
within the school or system; and others may require

outside m
Most of the insEumEns as- - the 756’:']':’1’

grc:u.tst influence on school climate: Somc of thc

instruments, however, examine special features, such
as cumculum issues (Mmi-Auidu #1 :md auccasful
Pmuccs for Mzkmg Cumculum Morc Hr.xiblc) or

Conficciicut instruiients examine cqmty issyes
along with more generz! climate factors.

This handbook considers the instruments in
awo groups: adaptable instruments and standardized

instrumenzs; ztlthough both types assess individual

schoofs, only standardized tests will allow
comparisons with other schools.

ADAPTABLE INSTRUMENTS
Advantages

Are czsnly accessible.
Have been osted 2-~d used sucoessfully in
other schools or districts.
May save time and moncy.
Provide some idea about cxpcctcd results.
Can be altered to suit individual school of
district needs.
Provide a data base for follow-up and
evzloation:

Have flexible admmistmivc requirements.
Dl:advanmges

Have no establishied norms for comparisor..

Require tabulation.

Rcly on iudgmcnul lntcrprcution

Do not permit comparison 3+ith other schools.

Schools throughout the country have used a
number of non-standardized tests. Examples of
those that have proved effective include the CFK;

LTD: School €limate Profile; the Mini-Audits #1 and

#2, developed by Eugene Howard and his colleagues
in the Colorado Department of Education; the
Battelle School-Community Climate Survey; the
Connccticus: Department of Ediication’s recently.
developed instruments; and the Successful Practices
for Making Curriculum More Flexible model, also
dcsigned by Eugene Howard. The section below
bricfly describes these instruments.
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Adaptable Instruments

instrument Description
CFK LTD: SCHOOL CLIMATE PROFILE

Thzsmstrumcm:sl’or:sscssmgaschools climaie
factors and determinants as a basis for setting

prioritics for improvement and as 2 bascline

measure for analyzing changes: It is an overall
assessment tool rather than a definitive or
exhaustive survey.
sample factors are listed for each of the

program, process, and material deferminants.
l‘amcxpams rat¢ cliraate factors on the basis of

“what is” and “what should be” using a scale of 1
(almost never) to 4 (almost always). See boxes for

samples of School Climate Determinants and

General Climate Factors.

Fartber Information

Included in Robent S. Fox; et al.; School Climate
Improvement: A Cballenge To ﬂw School
Administrator, Phi Delta Kappa, Bloomington;,
Indiaiia.

instrument Descriptlou

BATTELLE'S SCHOOL-=COMMUNITY CLIMATE
SURVEY
Four questionnaires (for students, teachers, parents.
and community members, administrators and board
members) ask for opinions about how services and
programs are currently operating and what changes
are nceded. Participants respond on a scale of
1 to 5: Manuals describe procedures for conducting

the survey and data proccssmg Battelle will assist in
providing add:tionil help on a fee-for-service basis.

Furtber bﬂ'ormatron
Mzrgatu g:urgccii

Batielle Mc;noml Institute
505 King Avenue
Columbus; Ohio 43201
(614) $24-7165

SCHOOL BOARD CLIMATE DETERMINANTS

Varied Learning

Environments
Flexible Curricului and
Extracurricular activities

Support and Structure
Appropriate to Learner's
Maturity
Rules Cooperatively
Determined
varicd Reward Systems

Program Determinants Process Determinants
Opportunitics for Problera-Solving Ability Adcquatc Resources
Active Learning improvement of School Goals Supportive and Efficient
lndividtlx'::’lzl;i,ch:::l I:ic;lt;grmzncc 1dentifying and Working ) Logistical System B
with Conflicts Suitability of School Plant

Effective Communications
Involvement in
Decision Making
Autonomy with
Accountability
Effective Teaching-Learning
Strategics
Ability to Plan for the Future

Material Determinants
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Instrument Description problem-solving and conflict resolution,

COLORADO MINI-AUDIT; SCHOOL CLIMATE: & decision-making processes; rules and regulations,
TOTAL STAFF DEVELOPMENT KIT, MINI-ALDITS scnool improvement processes, communications
#1 and #2 structure, formal organizational structure,

The Mini-Audits quickly identify needs and
strcngths for 2 school that wants lcss than 2
futi-scaie examination. Tuc audits define activities,

processes, andprojcasthztconn'ibuxc to 2 positive = J AR
school climate and help stff un 5id school pbys;czlfzcihucs ‘I'bcColondoMnﬂ-ﬁndnscmbc
conduaedbyzmungmmwuhatmmd!e:dcr

climate and what can be done to improve it. The STt WET

instruments use 2 five-point scale (very weak 1o or by using the staff development kit. Using printed

very strong) to measure “what is” and “what instructions and film strips from the ASCD packet,
school personnel can administer Mini-Audiis

should be™ in the following areas: philosophy, 001 P

student and suff evaluation reward systems, #1 and £2.
o What . What
GENERAL CLIMATE FACTORS Is: Should Be:
L - - 1 2 3 4 1+ 2 3 4
Respect:
1. ln :hxs school cven low-achic\-mg studenits are

2'1achcrsuwsmdm"’”ts’ispcrso’“*’ﬁs —_— -
3. Parents are considered by this school as important

collzborators. —_— e
4. Teachers from onc subicct area or grade level

respect those from other subject arcas. e e
5. Tczchcrsinthuschoolmproud 10 be teachers. —_—— — — == o o

O 0
Trust:

1. Students feel that teachers are “on their side.” e e —— e
2. While we don't always agree, we can share our

conccmswnhcachothcropcnly LT T o= mm o o

3. Our principal is a good spokestman before the

supcrintendent and the board for our interests and
needs. e e
4. Students can count on teachers to listen to their side

_ of the story and to be fair.

|
]
|
|

Snxhcrstmststudﬁuﬂouséfﬂﬁidmm; — —— I .
O 0
High Morale:
1 [ljii pgpool makes students enthusiastic about
learning — e e —

2. Teachers feel pride in this school and in its

studcents. o — e e
3. Attendance is good; students stay away only for

argent and good reasons. _— o - = L mm o ae
4: Parents, teachers, and students would tise o the
defense of this school's program if it < ¢

challenged. ——— | I = o e
S. 1 like working in this school. —— e e
8 =

O XARD BETTER AND SATER SCHOOLS 6 1 53




Furtber information

Ex gene Howard

School improvement and Ladérshnp Unit
Colorado Department of Educ
1362 Lincuin

Denver, Colorado 80203
(303) 534-8871 Ext: 347
Mini-Audit #1 and #2 it :vnhblc ﬁom

Mcnm!ru. V‘n'gmn 22314
(84) 549-9110
Instrument Description
CONNECTICUT INSTRUMENTS
Connecticut hias developed and tested five
if ’zspanoﬁts&caﬁﬁyschwl i
Development Process. There are two versions, with
1060 questions cach; for teachers; and three versions,

with 50 questions cach; for students. All cover

organirational dynamics, school effectivencss, and

equity. Participants respond on a scale of A (strongly
agree)  E (strongly disagree). Bar graph ubulations
give clear evidence of strengths and weaknesses.

Sce box for sampic Questions.
FurtSer mfoiﬁmm
Dr. William ). Gauthier, )t

Burcau of School and Program Devclopment

Connecticut State Department of Education
PO. Box 2219
Hirtford, Connecticut 06145

(205? 566-2283

SAMPLE RATING STATEMENTS FROM

CONNECTICUT INSTRUMENTS

1. Students arc expected to master subject
matter at cach grade level.

2. The faculty is integrated:

A: Courses stress the accompl‘shmmts of
various racial and cthnic groups.

. Sport functions and dances arc well
attended.

. This schiool has clear, consistent rules.

. Student assignments are corrected daily.

: What students arc uught in hlg,h school
will help them later in life.

. The principal talks with us frankly and
9. Stifd’gi’its who want to learn are often

intetfered with.
10. Disciplinc (punishment), when it is given;

is fair and related to violations of
agreed-upon rules:

~8 N W F e
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SUCCESSFUL PRACTICES FOR MAKING
CURRICULUM MORE FLEXIBLE
Mmmsmm&ﬂdzscboolmsdcudbd
mfomwmm&sna Thcaxczscovcrcd

swcommsta“wmis"iﬁ ~impact powential.”

B:sponscs""”’indm’*”’ areas of success znd areas of

Denver, Colorado 80203
(303) 534-8871 Ext. 347
. Sﬁmwmcm:m
obgccuvcdmumisnmvmhblcfromsdxmﬂ
or casily customized surveys. If comparisons with
other schools arc important, ormcarchisof
special interest, standardized irs
cssential.

“Sa, who do you thina conducts mini-audits?”
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Are based on established national norms; so

can bz used 1o compare with other schoots.

Pruvide bascline data for future camparisons.
Discdvantases

May involve substantial purchase and

imerpretaticn costs.

My 5ot be bised on 2 norm group similar 0

the local school using them.

Ase not adapable 10 individual schools.

Require interpretation.

May not be locally useful, depcndingon

outcome.

The following secsion tsris .:ﬂy doaibts scvcn!
*ndcl) used sundardmdﬁ 1S
Halpin and Croft’s Organizit
Description Qricstic inaure, the Rudolf Moos Social
Climate Scales; and fikent's Profile of a School.
Standardized Instruments
Instrument Description ,
ORGANIZATIONAL CLIMATE DESCRIPTION
QUESTIGNNJ“&E (OGBQ)
OCDQ measures faculyy pcrc:puom of schivol
climate. The resulting profile rests on 2 comtinuum
from "open climate’ to “closed climate.” Four
sub-tests (disengagement, hindrance, esprit; and

intimacy ; chart characteristics of the faculty as a

group; four other sub-tests (aloofnicss; production
empha,sis. thrust, cotisideration) measure leaders'
behavior. This instrument primarily gauges morale
in Eléiﬁéh‘di'y schools,

Furtber Information

Claude C. Dove Learning Centet

College of Education .

New Mexico State University

Box 3AC

Las Cruces; New Mexico 88001

Instrument Description

SOCIAL CLIMATE SCA! ¥S (Rudolf Moos)

This {5 2 widely used batery of 12 instruments,
cach comprising 90 to 100 true-false itemy. The
results cover three mijor dimensions of the social
environment: the nature and intensity of personal
rclationships; personal growth and

Q  ARD BETTIR AND SAFER SCHOOLS

mainterunce *”*"md’dmgcf o
instrumens measure work, classroom, mdt:umly
environments: Paralle]l forms measure the “real;
idcal and expected” environments. The levels of
tdnbﬂnyzndvﬂsduymcomvdcmdzcmpnbkfm
Furtber Information

Consulting Psychologists Fress, Inc.

57 Colicge Avenue

Palo Alto, California 94306

Instrument Description

LIKERT'S “PROFILE OF A SCHOOL”

m&miwﬁmwr
gucstionmires me?

muongmdﬂmﬂm) a:ndsuff horms

cxist for teacher, principal, and student responses.
Some forms have room for additions by local
scBools; others do not. The purchase price includes
data processing.
Furtber Informalion
3001 South State Street
Suite 40! , o
Ann Arhor, Michigan 48104
(313) 769-1980

Whitcver the method of assessment, the
instrument must gear responses to tibulation and
analysis: The form of the analysis must be uscful to

the planning committee. Graphs and charts can

provide information at a glance.

Step 3: Setting Goals and
Objectives

Goals indicate where a school intends to go;
ohjectives indicate how it intends to get there. Wit
Iimproved school climate as its goal, for examplc; a
school’s objectives might be to improve attendance

and student governance and to reduce vandalism,

-




Whatever the objectives; they should meet a2

tcast three major crigeria:

1. They should bc cxpmsscd in disar,
understandable, and concrete words.

2. They should be realistic and achicvable:

3. They should be measurable and defined in
such a way that when they have been mes;
success will be rtcogmzﬂblc

. Itis @ways tempring to set high goals and
ii:gcciiii:s it onder o encourage enthusiasm and
cffort. Unfortunately, planning groups often
osuablish unrcalistic goals. Sctting goals and
objectives means balancing between what is
theoretically possible and what is feasible:
Everyonc wants to raise the reading ability of all
studenits to grade level, but achieving such an
ohjective may not be realistic ia the short term.

Aiming for a high perocntige of studcius passing the
state reading proficiency test might be more
realistic; especially if the group includes 2

sngmﬁc:nt number ofyoixth at mslc

school operations. Management by Objective (MBO),
2 common industry practice, cas be successflly
adapied for schbools. The technique requires,
however, considerable cooperation from the
community. the school board; and the classroom.
One of the major issues in MBO is whether to
ostablish objectives from the top down or from the

bottom up. Both approaches offer advantages. The
pottom-up approach encourages maximum
participation by those most involved in the
day-to-day operation of an organization. In the
school, this includes tcachers, staff, and students.
Using the top-down approach; school leaders tike
the initiative by providing clear guidclines for
making schools better and safer. For example; the
school board might change poronnel assignment

policies or the managerial focus of superintendents
and principals. Many schools shy away from sctting
goals related 1o school safety and discipline,

although «dcsire for a safc school is often a primary

. Communication and planning efforts must
R0 In bob directions.”

focus o thangc Eeczuscszl’ctyalsocncomgcs
achicvement. spcaﬁcgozlscanmnaxcmbhstmg

19795 Smdxcsofﬂw

nzyrclywohczvﬂyonthcmp—dmapptﬁd!

HOW mxmzfgfsj'om Scroor's
CLIMATE?

For a quick Jook at how your school’s climate

compares with others scrving similar pupils,
r= the following factors on 2 stale of 1 10 4
(1 = srromgly disagree, 2 = disagree,

3 = ggree, 4 = strongly agree):

1. Cur schooi has compzmivcly fow

2. Vandalism is not a problem in our

Attendance is §ood in this school.

. Our studers ar.d staff monaie is high:
Our pupll achicvement is high.

. Pupils feel 2 bigh sense of ownership
and pride in this school.

. Our staff and students trust, care about,
mdrspmwmlﬁnmdul

. Our school’s various social groups, or

clisjues, communicate well with one

L LL LL

*

ativther, respect one another, and work
together for the benefit of the school.

). Our students and suaff frequently

O

participate in problem-solving and
school-improvement activitics.

~—=—10. The threat level o our school is low

(i.c , people do not huve to worry

about being treated disrespectfully,
becoming failures, or Seing physically
harmed).

— TOTAL

A score of 3L or above Indicates a very
positive climate.

entitled School Climate iﬁprove-nm: A
Chalienge to the School Administrator, by
Robert ). Fox; «: al.)
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which minimizes the isgeenal participation that is
necessary if a school is to gak: tie supponitnecds
in order to change. As this handbook has noted;
cffective schools have strong principals. School
boands; therefore; mus: adopt policics and practices
that encourage strong lcadership that responds to
students, saff, and communiy.

~ The key to cukipg MBG work for schools is a
systems approach o srganizasional planning. Often
schools must develop collateral suppoet for those
whom change will affect. For example, if school
leaders decide to e merit pay as an incentive 0
improve instruction; thcy may also need 3¢ provide
for improving the morale of teachers who do not

respond 10 the inventive or whose efforts to

improve are insufficient to warrant €xura pay.

_ Because they work with people rather than
produsts, schoul leaders must be concerned with
personalities and. ideas. Difﬂcult -to-mieasure “'soft”
objectives are as img

uantifiable Ubjectives, Goal: «scmng n'quircs
considering people; other available resources;
resistance; possibilitics for tapping wutside
expertise; and funding sources. School leaders

cannot ignore possible constraints to reaching goals

and objectives. Idennifying support and obstacles is
importam because people and resources outside the
schools affect the school systemi. For example, state
ot Jocal governmetits may curtail funding; or
student ~cassignment due to school closings may
postpone action or may require alterations in the
plan:

) WARD BETTER AND \AFER MCHOOLS

_ “Force ficld anilysis™ means carcfully analyzing
the internad and external factors affecting an
organization. Charting the forces supporting and
resisting achievement of 2 goal provides a basis for

pbnmngumcsandstmcgymdfdrmpicmnmg

ommngdbsudansmcoo:dumcﬁ‘oﬁsﬁid
[ e a5 much s possible with everyone
iuiii!mlbnlydmwghcoopmdoncanchmc

or even impossible at all leveds of the organization,
everyone must understand what changes may oocur
and whom they will affect. Coordinated efforts
sucoeed only when ail the players involved
understand what others will be doing thr
the process.

Individuals in the school may feel that a new
pmgmnisminimizin;mdrtolcs Introducing new
teaching

trained teachers may threaten senior teachers, or
school officials and saaff may be suspicious of law
enforcement officials. Carefully planned in-service
workshops belp familizrize teachers with new
techruques; new personnel; and the necessity of

incliding community z2nd 12 * enforcement

personndd in plamning  Once individuals understind,

they can become more cffective parts of any
planned changes.

Within the school organixation, everyone ficeds
to know the difference between enids and means.
Often it is difficult to separate needs from solutions.
Teachers who nieed 2 wiy 10 Hip#OWe acadermic
performance may report that they need 2 new

th:m:chcrsmymdlymcd hawm;cinm-w

curriculum for teaching students how to wrise.
Similarly, school safety problems may lead some to
proclaim a need for new rules. But the prodlem may

“Changing bebavior and changing norms
Mlm time. One change progoct fonnd Ihat fust
rying o Impﬂwc commanication skilts iv a
Jacwity i3 counterproductive unless more than

twenty-four bours of training is provided

(Runkel and Schmuck; 1974). In addition to
baving a long-range perspective, the
improvement process should alia be focssed.

Fullan and Pomiret [1977) found bt
mﬁoﬁmaﬁi are wmare likely 1o be succesiful if
tive guals ave discrete and wmiderately
complex.”

Dawid A. Squires, 21 al (1983)
Effective Schools and Claumom
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be 3k of enforcensent or clarity. Clar. cﬁmn. and

tiir enfurcement of cxisting « gurs may sobve the
prublcm o

5daoo1lcz¢;mncedmbc:lmwtbcdmgcrof

direct quostions. zdmmnmmrs can tm:k ho»w saff
and wiachers view their functions and fulfill their

responsibilitics: In some cases, mainuining order at

the cxpense of improving keaming may jeopardize
long-tenm objectives: Covrdmm :md
communication in the school o i i
clarify different functions and resg

school safety issues are not intractable, and ucuhcr
they nor academic improvement can be ignored. In
the fimal analysis; school icaders hold the keys 1o

motvatic  and ultimaie success in determining

gu.xls ad ubli;’('tuﬁ and sctting balanced agendas
for implementing them.

Step 4: Developing an
Action Plan

Onc of the most cffective ways to develop an action
plan—to transform idcas into working programs-——is
the sk force. The Mini-Andit and School Clinate
Profile processes suggest this approach. Whetlier
the group is called 2 task force, aavisory group, or
striiegy selctiion commitiee, it must Bave the :
powcr i plan 2dequaiely. That power is guiranieed
by inclading key commaunaty and school lcaders at
ali levels: school board officials,; superintendent,
priscipats, twackers, parents; students, community
members, and law enforcement officials.

While conicentrating on a selected priority, such
as reducing violence, climinating vandalism, or
developing curriculum optiofis, each task force may
also attack the broad issue of improving school
climate. :

Unlike advisory groups; task forces af created

to support action. Mcmbers analyze practices and

approaches, visit other school programs, map

strategics, plan activities, and design and help

implensent projects. They should do 3o, however,
unider the leadership of the principal ot other
onsite administratot who has ultimase responsibility
for the campus. Most task forces periodically report
theit progress, often describing an anticipated ot
atw program.

58 6L

Putting the Plan Together
For each priority, sk force members niced to
mvwwpossi:!cs‘!nxcgzcsorttchmqucs keeping in

1. Which goal or objective will this strategy
meet?

Who will be responsible for meeting ~ach
goal or objective?
What cncdyarcthc wsks?
. When will the work begin and end?
- Where will the work take place?

’l‘hcusk force charts specific tasks, deadlines,
mecting times and places, names of those
sesponsible for cach task; and the timing and form
of n:pomandcv:lumans Listing aficroatives and

abyt'ﬂ\ !g‘

\Il\

incffective
In designing any program, a sk force should

consider the advice of change experts:
¢ Start with 2 plan that will show sonc
immediate results 10 win converts.

¢ Know that change may take a5 long as 3 t0 S
ycars—or longer.
» Assume that change will entail substantial

in-savia- trxining zml comtnuing scppon

programs that may help individual schools meet

their goals and objectives. Although the list is not

exhaustive, schools have tried tw stratcgics and
found them promising. Tixy can save time and
cffort.

Each strategy includes 3 statement of purpose,

rationale; target audience; and description of how

Sbori cwts don't work.
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“The directive says tbat we are the Task Force Jor Policy Implementation.
TSat means if the programs dow't work, we jet the blame.”

the program operates. Part Il also discusses briefly
how cffective cach strategy has been; who to
conact for additional information; and what

materials, personnel, and training the strategy

requires for suceessful implementation:

Before making final choices, task force or
advisory committee members can contact schools
md orgiMnUons lhax have prwiouzsly uscd the

ubools m districts whete programs arc in usc of to
have expericnced participants consult with the
planning committce. Many of the resources in Part

il can help schools establish contact with other

ofganizations that offer guidance and technical

assistance for sclecting and implementing strategics.

As with needs assessmient, schools can choose
to design their own programs or adapt features of
other programs. Using parts of programs, however,
may change their focus. Diluting approaches to
delinquency prevention rescarch and development
may retilt in less implementation and-less positive
change; allowing critics to argue that "prevention

docsn’t work!”” Newly developed programs must be

mttwcd :md u:sted wmch ‘requires that adcqum

" Seaff dcvclopmcm can be conceived of as the
process of constructing a mosaic that is

cnlarged and sharpened with the addition of

cach new picce, of activity. Individual teachers

produce their unique mosaics with
idiosyncratic patterns, but they can also
participate as members of 3 team in building a
umﬁcd lmagc of the desired cffccu of

grow out of conscmm about the goals of staff
devalopment and its relationship to systematic

school improvement. It represents a collegial

cffort to promote effective teaching as 2 means

to achieving specific objectives for the entire

school or district. A comprehensive approach
to staff develor mient allows teachers 0
increase their teaching repertoires, schools to
apply rescarch to the improvement of the
teaching environment; and teachers as
individuals to study their subjects and the
teaching process.”

Wynne DeBevoise,

RED Perspectives, Fall 1983

University of Orcgon
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Building Positive Reinforcement for
Change
Once the sk force develops or adopts strategics,
three ‘mporam details need arention:

1. The rsk force must belp the school

organization understand the action plan.

The details of who, what, and how much

time and moncy witl be involved 2nd who
will be in charge must be clear 10 everyone
the chiange will affect.

2. The sk force must creaic 4 realistic.

wmmfancbmpls&mobmvcs

and should 1low adequate time to yield
mcasurable effects. Timelines help reinforce
the idea of change and take thc mystery out
of the planning process.

3. School leaders miust make frm
commumquswadoptmdpursucthcusk
force’s plan of action and to advocate it in
the community, and before the school

bioard, pareats associations, and faculty and

student groups.

_After schoo] leaders have negotiated support;,
they must adhere to the schedule for implementing

the stratcgies and evatuating their success: Often,
positive results Go not occur immediately, and saff
or the community become impatient. If community
mmmmmgaw!ymgc.mq
are more likely to provide cont X

Frequent communication and continuous public
relations efforts are also beneficial. In any case;

schooiladascznandshouldnotcpmgrmsalong

szdulptznmng:scmdzlwdesipﬁngbctwr

and safer schools 2nd does not permit short-cuts.

th nc m:itcr how conscientious the planning, the
> oii ixid cvzluano ion. must. b?: equzll’ y

dﬁcmedbyhnplc:nuﬂonandcvzlmnon.'rhac

last two important steps are the heart of the change

process, which the next two chapters discuss in
detail.
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CHAPTER 4

The discussion now moves to the realm of

school corridors, cafeterias, and classrooms,
offering guidance for converting the momentum of
planning into programs and practices that prevent
delinquency.

To guide schiool improvcmcm committees 4s

thcy implement dclinquency prevention programs,

this chapter discusses t=chniques for improving

school climates; raising standards and expectations

for achievement and discipline, providing

alternatives to suspension, sclecting program seaft,

securimg funding and other resources, and building
partnerships with communities.

 Thie chapter examines scveral aspects of
improving school climate; including building trust
and increasing commaunication among teachers;.
administrators; students; and the community. The
discussion provides suggestions for resolving the
dilemmas and managing the crises and conflicts

inherent in the process: The chapter cxph;ns the

difference between standards and expectations, and
discusses the need for higher expectations for
learaing by all students. A detailed consideration of
in-school alternatives to suspension follows a
discussion of the importance of building social
bonds; rather than alienating students; through
Next; the chapter addresses the importance of

leadership in appointing outstanding employees to

operate delinquency prevention programs and
discusses the role of traiming. The chapter then
explores strategics for locating resources and
involving communities, particularly business
communities; in helping schools prevent
dclinquency.

X'ARD BETTER AND SAFER SCHOOLS

tion youir priorities, but ‘going to bell in a
band baskes' is bardly an effective waty to improve
scbool climate.”

Getting Change Started
Ideally, planning school-based strategies for
dchnqngcy pmén builds Fclﬁfol-wndc

ép’c’cxﬁc program mponsibilitics Plznnlng should
enhance the school’s ability to address academic
and behavioral problems. Effective planning reflects
a growing consensus about the school’s needs and
about what approaches will best impeove the school
community.
AsChaptazpo@cdom.phnsandpmgﬂms
must be designed and carried out differently for
different levels of schooling to address the needs of
various age groups (Grant & Capell; 1983). If, for _
mmplc,anskforoewnmstodmxgeaimnorhxgh
school’s methods of addressing di
zncndmcc,zndschoolsccnmyscvcdapproiﬁi&

are available; including:

69 61



“Tbe motion for speeding up tbe decision-making
process was tabled.”

Creating an in-school suspension program;
Offering rewards for good behavior;

Using students as hall monitors; and
Revising the school’s handbook of rules and
expectations.

At the high school level; a disciplinary

approach to prevention may be less effective than a
communications approach; whicl: might include:
® Weekly breakiasis for teachers;
e Tilent shows inclading both students and.
teachers;
e Teachers' visits to the homes of selected

students;

Student- pmnt-tachcr task forces on

~ vandalismh;

* Parent incetings concerning school problems;
or

¢ Student advisory councils to principals.

Mapping For Success

A plan for delinquency prevention is not 2 blucprint

so miich as it is an intention to create a self-fulfilling

prophecy of success. To implement 2 program

successfully means Js8owing through wit’

commitments and responsibilitics in order to mect

expecuations. Although theory, method; technology,

program and school characteristics, costs; funds;

and | governance structurcs phfy;gﬁgotc in
ofmypmcctaﬂ‘cctmgs‘mdcms lxrformmccis
hov. mn faculty and administrators, especially
collccuvcly d’cﬁnc :md;ust. and carry oud

CLIMATE IMPROVEMENT PROJECTS
School improvement committees can choose
from many types of projects for iniproving
school climates {Howard, 1980):

¢ Projects that enable parents; pupils, and
staff b work together include
Improving the climate of the cafeteria
or mcdia center.

# ‘Projects that involve many people in
beautifying thie school building : and
grounds include student-painted murals,
clean-up dzys; or tree planting
wCHvitics.

¥ Prajects that enharice experiential
leamiag include independent study
ci’ji;".)gm"""m’"i <oramunity internships, and
silassrocn finterest centers.

4 Profer< {hat encourage people 1) help
one aunother include pupils tutoring
cich cnher, and teachers becoming,
zdvisurs for students who nees niclp.

Mclzughln, 1973). Pragmatic adpuizatratons

recognize chat schools cannot conural all tius
variables, such 23 an unexpecied influx of sitdents

with extraordinary needs. Changed circumstances

fidy extend tic Znplementation period, but if the
plan is what it should be, built-in flexibility and a
commitment 10 success will help the school

comennity make the necessary adjustments.
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Improving School Climate
Workable plans feature steps for improving school

climate so that faculty, staff, and students care,

respect, and trust ¢ach other. Successful school

improvement projects characteristically:
¢ Create and mainuain comudlanity and

school-wide expectations:

e Establish collaboration ahong parents,
community; faculty, staff, school =
administrators; and district officials; for
comprchensive school development.

In schiool improvement projects, which depeit
on and affect the entire school community,
involvement; atiachment, commitment; and belicf
are important developmential aims for everyone
(Weis and Hawkins; 1981). Mccting these aims

enhances community and school climate; faculty

and adminisiration morale, and the quality of
educational tesouteas available to students: When
staff morale i§ Righ, ‘teachers feel personally
ergascd with their work and belicve that it exerts 2

posit.ve influence on the lives of their students.

The most important recent finding about public
education is that all schiools can build high morale
and performance. Factors that foster improved and
cffective schools include:

¢ Opportunities for individuals and groups to
participate in activities for social
developroent;

* Resources for acquiring skills—for planning,
ncwarkmg. new mcxhods of nmmctivn.

¢ Consistent high cxpectations and rewards for
(Weis and Hawkins, 1981).

A\RD BETTER AND SAFER SCHOOLS

Entbusiasm is catcbing.

Achicving success requires understanding and

support at the top levels ot the school system:
Schiool boards should widely publicize their
commitment to programs that enablc all children
to learn and all teachers to teachi, Strategic,
systematic publicity by prominent school officials

will reinforce awareness that prevention is for al
students—not just youth at risk and potential

dropouts—and for teachers, parents, and the

community, as well.

“If the school 13 to be effective generally for
all students, it must be cbaracterized by bigh

levels of apecwloufor all studenis.”

W.B. Brookover_
Effective Secondary Schools

Building Trust
A climate of trust depends on exémplare leudership

from thc prindpai, who must communicate

students, and to the school as 2 whole. The

principal is the decisive factor in creating and

sustaining conditions for school-wide changes. The
pnmpalﬁiﬁstdnmmcmmcnt.
f irg in order to clicit the
involvement aid commitment of others—which are
crucial for suiccessful implementation. .

~ in a dimate of trust; mchcrsanexpmmcm
support; cvem when results are disappointing. Trust

assures teachers that they will not receive negative
7i 63




or tor u.sung new nmtrucuonal tcchmquc; Ina OPPORTUNITIES, SKILLS, AND

climate of trust; students receive support for RECOGNITION FOR TEACHERS
schoolwide improvement and a variety of pcrsoml —
accomplishments: Teachers receive broad support The American Federation of Teachers' 1983
where leadership builds schoolwide trust and entists policy statement on educational reform urges
parents and community Icaders for comprehensive Expanded opportunities for teachers to:
cftorts to engage all students in rewarding school Help new teachers;

activitics. Implement staff development plans; and
Communication and increased opp«munlty o e Create patterns of collegiality that
inmiprove instructional capabilities enhance trust ensure ongoing professional renewal.”

between teachers and administrators. To open

channels of communication and opportunitics for

improvement:
* Taculty-staff mectings shnuld address of possible classroom applicatiors and a

educational rather 1aza ziministrative sense of administrative support, as well.

nuatters; stff eisodses< should share and Training should relate 1o specific local .
reward successing ok 700m experiences. conditions and conrcreze problcms. taking the

e Suff member ;% 34 nave frequent form; for example; of “how to” workshops

opportunities (o iexn about childrer’s and by respected collcagucs.

adolescents’ developrment and culture; Implementation proceeds smoothly when the
particularly the needs of students fron: school organization and staff are receptive to
other racial and ethnic groups znd sclf-cvaluation and change. Because community

socioeconomic classes, dynamics are evolving; and hecause adolescents arc
¢ Administrators should encourage cGii: g%’ undergoing especially confusing and rapid physical,

development of materials, curricsls, and smotinnal, and cogniitive development, a schoc! and

projects sha should ’pw\"ri’d’c i'tsiz’iii'éi:S. its stzff must adapt readily to unexpected situatiosns:

including expert assistance and free tifmi, . Developing trust, school-wide undersaanding,
wherever possible, Staff should select; adapt, ~ 2nd support for change requires sufficient time for:
or develop instructional materials and * Participants to reaffirm their original

approaches; aCquiring iféiiéi understanding agreements as project: move forward;
¢ Implementers to deploy the rescurces

necessary for achicving aims;

o SUPPORIW ¢ Suffto hclp colleagucs accomplxsh common
“The Pru,ccx h:n facilitated tqrf-ﬁftgnighjng mq goals;
icacher sapport, somethicg I've been working 1 o Teachers and administrators (o learn about

to achiceve. without past success, for years:
Tedching is an isolating experience, but the
Project has emphasized commonalities
between instructors, and has helped to
establish 2 sipportive and reinforcitiy ]
relationship between teachers,; coaches; and
b’fih’iiii;iis

“*Discipline problems have decreased

and cxﬁcnmcm with fresh ideas; and
'Rnchcrs to realize that mvcsung time and
energy in school improvcmcm is paying off.

'ong experim:ntal classrooms because

, ‘Zl(hu's have been trained to deal with

distruptions before they get out of hand:
Another benefit has been increased
opportunities for teachers and parents to work
together. The response of teachers has been

very positive. One teachet, who several

months ago wanted nothing to do with the

Project, is now ome of its srongest advocates”

Georgia West. Instructional Leader
Meany Middle School

Seditle, Wzshmgton (1983)
O_{]DP bchool n

i




Delinquency prevention works in settings
beyond tnose designed exclusively for afiti-social

“My ptrsmml gom is to lry 0 ke ‘56 up wilb
youth. In part, the notion that schools should

tbe great entbusiasm tbat the support group

glves tbe teachers. It Is exbausting in a

wonderful way. The results surely will be a

ciimate in the classroom of learning,
thinking, and growth.”
Helen Bottomly, Instructional teader
McClure Middle School
Seattle, Washmgton (1985) ]
OJJDP School Project

Perccptions

Until recently, few cfforts have approached school
improvement from the perspective of the total
school environment. Delinquency preveniion
programs, howevet, require such an approach.
School and community Icaders responsible for
implementing prevention cfforts must convey this

perspective to the community, parents, students,

and educators in order to combat mythks zbout

delinquency and to overcome habitual,

counterproductive attitudtss and practices. A major
goal of implementation is 1o reverse ingrained
betiavior in nonthreateriny +ays.

“We are developing a scbool improvenient plas.
Ipe focus is limited to one factor: YOU!™

"ARD BETTER AND SAFER SCHOOLS

ostracize alienated students reflects a negative and

uninformed view of their potential capabilitics;

much like artitudes toward learning-disabled

students. The challenge, therefore, is to alter
perceptions throughout the schoo! and commiunity,
and to encourage reasonablc expectations for all
students to succeed.

Traditionally, schools have been unable to
respond organizationally to misbehaving students.

Teachers have lacked the skills to reach students

whose needs are unclear. As the student population
has become increasingly diverse, and as court
decisions have established procediiral safeguards for
schools to fcllow in disciplining or segregating
students, many schools have found it difficult to
prove they can educate all their students.

The proliferation of alternative schools over the

past two decades Was one response to the belief
that it was virtually impossible for large secondary
schools to respond to the nesds of students with
special educational and social problems. But
successful alternative education programs within
larger schools; and some established outside the
public school system, have provided excellent sitcs

for westing methods of responding to the specialized

$7:HOOL DEVELOPMENT PROJECTS

REQUIRE VISION AND

~ COMPREHENSIVE SUPPORT
Patrick Montesano, rescarch and development
administrator with the New York Urban
Coalition, reflected on lessons from the
Coalition’s Local School Developmezt Project:

“The school community hzs x greater

chance of success when it reaches consensus
about a fresh vision of possibilities and
zhanges the way they perceive and approach
problems. But they also need comprehensive
support. There wis constant interaction
between project staff and administrators and
practitioners at every level.

“Siwperintendents met regulzsly with other

superintendents imvolved in the same process;
district managers . “ceived regular assistance
from project saff. School priscipals got on-site
support, contact with other principals,
workshops techmml assistance and :a.mmg 0

“Staff dEvclopmcnt was nok ‘\.;phzu:.td
not solely ad hoc. We tried to make sure there

was on-site follow-up—assistance to reinforce

and refine what teachers and administrators




problems of some students. Meanwhile, in the past
10 years, many largce; urban high schools with

diverse student populations have developed

effective school ¢environments that encour2ge

learning by combining discipline, school pride,

academic rigor, and sensitivity to individual needs.
One common link between this type of school and
the smdller, alteriiative school is that rcforms in
attitude; behavior, curriculum,; and instruction
pervade the entire school (Meade; 1983).
Implementation then; should include cxphcnt
community and school commitments that all those
involved—not mst a few specialists—share

responsibility for implementing delinquency

prevention. Teachers, counselors; and administrators

in improved, comprehensive, urban high schools
confirm thit the zducational principles applied in
successful alternative schools are also apjslicable 0
larger schools as long as there is leadership,
community, and school-wide consensus about aims
and methods. Freqaently, teachers speak of a family

atmospherc and claim they would not teach
anywhere clse.

Resolving Dilemmas
PI:ms rcprcscm :l sct cf :lgrccmcms for mrrying out

refine their ongmal agrecments tp et charging
situations. In attemptiiag 1o translate theosy into
practice throughout a school community,

implementers experience four classic dilemmas
(Miles; et al; 1980):

1. How can thc committee adhere to the

original program vision? How sacred is the

plan? How much revision can occur to meet

changing needs without distorting or
tndcceptably compromising the plan?

“Today 1 learned tbat Mr. Dawson bas some funny
ideas about education.”

2. How can implementers resolve conflicts

between tried and true solutions and untried

and unproved innovations? When new

approaches are not working as well or as

swiftly as hoped, can staff resist turning to

conventional responses, such s isolating

disruptive students? How ‘will implementers
respond at the moment—inevitable in the
development of any innovation—when
nothing secms to be working, and skeptics
say, *'We told you so!"?

3. How can unplcmcmcrs avoid the common
extremes of overdependence on, of
opposition to. outside expertise? How can

participants overcome fears that they or

their colleagues do not know enough about

effective schoeoling or school improvement

stategics to take inltiatives? How can
implementers overcome suspicions thx: 2

modcllhithiswrkcddstwtxrcwm

not be any better than addressing local

circumstances with common sense?

4. How can the committee overcome fesistance
to feedback and systematic evaluation that
mplythcmulforfunhcrchzngc’ﬂawczn

maintzin 2 baliince berween
staying informed enough to make neocssary
changes, on the onc hand, and exhzusting
time and patience with incessant tinkering

to adjust the course; on the other?
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The incvitable dilemmus tend to focus on

long-standing conflicts sbont academic standards,
expecutions, and discipline. It takes good
communications skills, effective interaction patterns,
and widely shared expectations ta resolve such
dilemmas. If necessary; implemeniers can arrange
training for adminisisators and teachers; breaking
d'o'"ii iﬁE BiiiiEFs BEiWEFri ili iii by Eiﬁiiiiisﬁiiig

public relations: With training, zdmimstmcrs ad
teachers can respond creatively to the tensions
inherent in producing lasting institutional change.

Managlng Criscs And Conflicts
The transition from planning t to mpicmcnung my

Relations Serviee; U:S: Bcpmmcm of Justice (1977);

has designed a comprehensive conflict management
plan that may prove useful to delinguency
prevention program implementers. Originally
intcndcd to asmt school dxstricts that must rapidly
students of diverse cihmcity. the plan contains three
phases: prevention; intervention; and resolation:

Thee plan provides a varicty of conflict management
muidels that districts may adapt to local
circumstmces o o ]

Thie plan contains essential factors and
variables:
ESSENTIAL FACTORS VARIABLES
I. Prevention

A. Attitudinal and — District wide

environmental — Building
asscssment—a survey of  — Sclf-survey forms
what suaff and students — Interviews of staff
perceive as negative or and students
positive. ~— Community views
B. Contingency plans—a ~ Emergency
written document of handbook
conflict rcsponses: who —— Revision of
does what, under what manuals
CIrcumstan<es. — District resources
— Community
resources
€. Multicultural — Revised lesson
E&h&iﬁéﬁ——iﬁaﬁﬁéﬁ of fnifs
appropriae cumculum — Utilizing state
and activities in total resources
school experience. ~— Multicultural
inservice
— ERIC

=i

(el

. Training—continuing

inscrvice on conflict

reducing strategies:

. Intervention
. Policy—to define roles

and responsibilities of

Conflict response
instructions—a written
document stitcs specific
roles and dutics of
intervenors and what
types of conflict dictates

such responses

humamstéc conflict
response which ensures
safety for all

11l. Resolution

A

o

Policy—to cstablish
mechanisms to best
resolve conflict

District

strategics—development

of district wide activitics
thzt would maintzin
resolution

.Bnildmgstntcgucs

{Szme a5 above but
spccxﬁctot.bcbmldmg)

~- €ross cultural

communic:nions
— Ethinic awarenicss

~ Studeit
workshops

— Board initiated

~ District/community

cffort

= Interverion
handbook

~ Secv ™ty responsc

— Building staff

— Board or

Supctintendent
— Community/school

district

— Coaci'iation st:ff

-—Studtm Broups

— Out of district
resources

— Communi l,rl.,,;,i

e



Raising Standards and

P
Discipline and
Achievement

State and local school boards across the country arc
insisting on higher standards ranging from increased

requirements for graduation and grade promotion to

improved course content: School leaders must help

staff, students, and parents avoid confusing higher
standards with higher expectations for lcarning.
Standards and expectatiois differ significantly.
An educational standzrd is an objective measure of
performance; usually a 1t applied

impersonullly to 2 group. An educaiional expectation

is 2 subjective criterion of performance, usually

based on teachers’ complex perceptions of what
given students or classes are capable of

accomplishing.

“f worry that we are setting mechanical

siandards ratber than addressing tbe real
learning probieems of the youngsiers wbo wii
bave ic meet thewm.”

Ham!d Howc ll

All students niced clear expectations for
achicvement in basic skills. To avoid discouraging
academically frustrated youth; higher standards

must include enough options to allow stugents

reasonable opportunity to meet the standards. A

it thit students complcte three years of
inath, for example, does nct mean that a student
must pass calculus.
Asthcschoolcumacandmhnonshlps .
improve, teachers and students ma; ‘deed to alter

their expectations of cach other. Higher standards

may result in more effective teaching and learning.

T,.1 :7":’ lin’ !’7m” Sy ’hﬁ ’!. ’! m’ iy ’s’a’ I707a7 5-



Successful delinquency prevention programs
raise both standards and expectati